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CHAPTER I. INTRODUCTION 
"Early Adolescence is a uniquely critical time in human 
development" (Hill, 1980, p.1). According to Hill, during 
this period of growth and change, young people come from the 
dependency of childhood to face the freedom and responsibility 
of adulthood. For most, the period is started with puberty, a 
period of rapid physical development. Along with the physical 
development, cognitive growth is dramatic for many early 
adolescents, bringing the new ability to think in more 
abstract and complex ways. Increased sense of self and 
improved ability for intimate relationships can also emerge in 
early adolescence (Carnegie Council on Adolescent Development, 
1989) . 
According to Kroger (1987), early adolescence is the time 
when one is confronted with the problem of self-definition. 
McCandless (1970) states that the emergence of new 
developmental changes during puberty are a crucial landmark 
which has a tremendous effect upon early adolescents. First, 
it appears as a dramatic change in the persons' notion of 
themselves because of their sudden physiological differences. 
Second, the emergence of these new developmental changes 
causes early adolescents to redefine their relationships with 
their own and the opposite sex. Because early adolescents are 
experiencing these changes, society shifts its attitudes 
toward them. They can not be treated as children, but at the 
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same time they have not earned adult status. Erikson (1968) 
in his discussions of the development of "ego identity" and 
"identity crisis" in early adolescence emphasizes that the 
early adolescents' chances for establishing a stable identity 
and for finding meaning in life, depend on the consistency of 
the society in which they find themselves. Changes in social 
attitudes and expectations affect the early adolescents' self-
concept. And how early adolescents view their abilities and 
skills as well as themselves in general affect the decisions 
they make. 
Furthermore, Benson (1990) believes that during this 
period of change, early adolescents should be helped to avoid 
those at-risk behaviors that can limit their physical, 
psychological, and economic well-being later in adulthood. 
But unfortunately, according to the Carnegie Council on 
Adolescent Development (1989), it is estimated that seven 
million girls and boys are extremely vulnerable to the 
negative consequences of certain at-risk behaviors. 
Many researchers study early adolescents who are at-risk; 
educational institutions establish intervention programs for 
them; and many educators are aware of the presence of students 
who are at-risk in their schools (Davis & Mccaul, 1990) . A 
number of different meanings, however, have been used to 
describe students who are at-risk in these situations. 
Because there is no universally agreed-upon definition, this 
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researcher has described students who are at-risk as those who 
possess three or more of these characteristics, lack of 
academic success, poor self-concept, poor attendance, high 
mobility, antisocial behavior, dysfunctional families and 
history of child abuse and or substance abuse (Browne & Rife, 
1991) . 
Several instruments are available to assess early 
adolescent (both those at-risk and not at-risk) perceptions of 
themselves as thinkers. The Self-Concept as A Thinker which 
was developed by John Edwards (1988) at James Cook University 
of North Queensland, Australia was chosen to measure the ways 
students (at-risk and not at-risk) think of themselves as 
thinkers. Along with the Self-Concept as A Thinker, the 
Information about You questionnaire was developed to determine 
personal information about seventh graders and selected 
questions about their parents/guardians perceptions of their 
thinking. 
Purpose of the Study 
A large number of research studies have identified 
variables associated with high school students who are at-risk 
and not at-risk, but few studies have focused on the middle 
school years. The major purpose of this research was to 
delineate a part of early adolescents' personal world, 
especially their beliefs about themselves as thinkers, and to 
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determine the relationship of these beliefs to their at-risk 
status. 
The specific objectives were: 
1. To delineate early adolescents' beliefs about their 
thinking abilities. 
2. To determine the relationship of these early 
adolescents' beliefs about self as thinkers and 
their at-risk status. 
Definitions 
1. at-risk students -- students who possess three or more of 
the characteristics of lack of academic success, poor 
self-concept, poor attendance, high mobility, antisocial 
behavior, dysfunctional families and history of child 
abuse and or substance abuse (Browne & Rife, 1991). This 
definition includes individual characteristics, family 
situations and academic behaviors as basic factors that 
may contribute to the at-risk behavior. 
2. early adolescence -- the span of human development that 
includes young people from the ages of 10 to 15. 
3. respondents -- 7th grade early adolescents from randomly 
selected middle and junior high schools in Iowa. 
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Assumptions 
1. Early adolescent respondents will complete questionnaires 
honestly and accurately. The quality of information and 
validity of findings depend largely on accuracy and 
truthfulness of self-reports and subjectively reported 
data. 
2. The questionnaires will assess accurately the perceptions 
about self and the thinking processes of seventh grade 
students. 
3. School counselors will be knowledgeable about the seventh 
graders and will classify them appropriately as students 
who are at-risk and not at-risk according to the 
definition given. 
Limitations 
1. Data collection is from 12 middle/junior high schools in 
the Midwestern region (Iowa) . 
2. Participants in this study are students who meet the 
following criteria: 
a. They are 7th graders. 
b. Six students are at-risk (three male and three 
female) and six are not at-risk. 
c. Students are selected by counselors from each school 
according to the definition given. 
3. The results cannot be generalized to other populations. 
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4. The results can not be generalized to other geographic 
areas. 
7 
CHAPTER II. REVIEW OF THE LITERATURE 
Early Adolescent Development 
Early adolescents are generally considered to be those 
from 10 or 11 to 14 or 15 (Thornburg, 1980). Many terms, 
transescents, preadolescents, in-between agers and young 
adolescents have been used to describe them (McEwin & 
Thomason, 1989) . By whatever term, early adolescence is a 
time of change, a time of transition. It is a time when young 
people begin to define themselves as social beings with a 
sense of commitment to their personal futures and their 
society. Early adolescents start considering how to function 
on their own, establish a steady sense of identity and sort 
through feelings about sexual identity. It is also a time 
when the capacity for hypothetical, abstract thoughts begins 
to develop. Finally, it is a critical time of development 
that can determine the quality of one's own future (Lipsitz, 
1981). 
Some of the most significant changes in life are 
experienced during the years of 10 to 15. Physical changes, 
including sexual, are more dramatic in these years than at any 
other time in life. Intellectual development makes a major 
transition toward more abstract thought processes. Sexual 
development plays a major role; social challenges are numerous 
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and consume much time and energy. Personal development is 
unsteady and the likelihood of responsible behavior is often 
unpredictable because of these changes (Van Hoose & Strahan, 
1988) . The following sections will address the personal 
development of early adolescents through descriptions of their 
physical, intellectual and social/emotional changes. 
Physical development 
Early adolescence is characterized by periods of intense 
and accelerated physical growth. This period involves the 
most rapid physical growth that humans experience with the 
exception of fetal and neonatal growth (Brooks-Gunn, 1987). 
Growth patterns of individuals, however, differ greatly in 
timing and degree. Some early adolescents move through this 
time of change rather slowly while others seem to change 
overnight. This means that within any one class there will be 
students who have largely completed the process of maturating 
physically and sexually and others who have not yet even begun 
(Schine & Harrington, 1982) . 
The physical growth spurt usually begins at about age 10 
for girls and age 12 for boys (Ingersoll, 1989) . 
Characteristic external changes in girls are a gain in weight, 
an increase in height, breast development and an increase in 
hip size (Frisch & Revelle, 1970) . Pubic hair may appear as 
early as 9 years and as late as 13 years (Van Hoose & Strahan, 
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in press). The current mean age of menarche is 12.8 years 
(Thornburg, 1986). In males, height, genital growth and 
involuntary erections all typically begin around age 12. In 
addition, evidence of enlargement of the testes and penis, 
pubic hair and an increase in gonadotropin nearly complete the 
growth spurt which can begin tapering off by the age of 14 
(Thornburg, 1986). In both males and females, the pituitary 
gland generates increases in hormones which stimulate growth 
and control glands that determine tissue growth and function. 
Between the ages of 10 to 15 the average height gain of 
all early adolescents is from two to four inches per year and 
the average weight gain is eight to ten pounds per year (Van 
Hoose & Strahan, 1988). Differences among early adolescents, 
however, must be taken into consideration. Strahan and Van 
Hoose state ''while one sixth grade boy may be 5'-5" tall, 
weigh 115 pounds now and grow very little over the next three 
years, another sixth grader may be 5'-9", weigh 145 pounds now 
and grow to be 6'-1'' and 180 pounds by ninth grade" (p.2). At 
the same time, some girls may be taller than some boys in the 
sixth grade. 
During this period bone growth surpasses muscle growth. 
Bones grow at a rapid rate and begin to harden, whereas muscle 
development occurs more slowly. Because muscles support and 
protect bones, it is common for early adolescents to 
experience bone damage such as breaks. The skeletal structure 
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also begins to harden. Further, certain parts of the body, 
such as feet and hands, develop earlier and more rapidly than 
others (Van Hoose & Strahan, in press) . 
Because physical growth is often unequal, early 
adolescents are awkward and uncoordinated. Restlessness is 
common as they struggle to get used to their bodies. Hormonal 
changes lead to emotional changes and often extreme mood 
swings. They also experience new and strong sexual feelings. 
They are uncomfortable and self-conscious about all these 
changes (Schine & Harrington, 1982). The area of physical 
growth becomes a major concern for early- adolescents and it 
has an impact on social and emotional well-being as well as 
academic achievement (Van Hoose & Strahan in press) . These 
changes in the body also must be incorporated in early 
adolescents' view of themselves (McEwin & Thomason, 1989) . In 
other words, during the middle school years, students undergo 
a number of developmental changes. Along with the physical 
changes they also experience intellectual changes. 
Intellectual development 
A number of important cognitive changes take place during 
early adolescence and these changes affect how they think 
about themselves in complex ways. The intellectual changes 
occurring during early adolescence are not as easily observed 
as the physical ones. Mental changes, which often precede 
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physical ones, greatly affect the way early adolescents adjust 
to physical changes (McEwin & Thomason, 1989). 
Recently, there has been an increasing amount of interest 
in the cognitive abilities of early adolescents and 
particularly in discovering how early adolescents think and 
how they think about their own thinking (Blyth & Traeger, 
1983) . The beginning of abstract operational thought is 
believed to bloom in early adolescence. Several studies of 
the development of abstract reason~ng suggest that almost one 
third of eighth graders demonstrate this ability (Van Hoose & 
Strahan, 1988). Early adolescence also begin to think about 
their own thoughts. This thinking about thinking is one of 
the most critical aspects in young adolescent development. 
Middle school students grow more and more aware of "not 
understanding" and h~ve a great tendency to personalize their 
lack of understanding. The transition from "child-like" 
thinking to more "adult-like" thought has been emphasized in 
many stage theories of development, with the most influential 
being Piaget's theory of reasoning stages (Van Hoose & 
Strahan, in press) . 
During early adolescence, the majority of students are 
operating within Piaget's concrete and formal operational 
stages (McEwin & Thomason, 1989) . Early adolescents in the 
concrete stage carry out logical operations on concrete 
objects. They can use processes, distinguish concepts and 
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relate ideas in a serial fashion. They can solve mathematical 
or logical problems presented in concrete situations where 
material data can be seen, touched and manipulated. Logical 
operations in the abstract are not yet always possible and 
certainly not at all times and in all areas of knowledge. As 
early adolescents enter the period of formal operations, they 
begin to be able to reason logically about verbal statements 
in the absence of particular objects (Van Hoose & Strahan, 
1988). 
However, the cognitive maturation of early adolescents is 
diverse among individuals. As early adolescents lose some of 
their dependence on what is perceived as reality, they begin 
to focus on what is possible-propositional thinking. Some 
focus more on the here-and-now while others develop the 
ability to deal with more advanced concepts (Elkind, 1984) . 
Some time during the early adolescent years, most young people 
are able to go beyond what is, to what might be, and develop a 
high degree of intellectual curiosity. Their intellectual 
curiosity now can include abstract ideas and introspection 
(McEwin & Thomason, 1989). 
Not only are the bodies of early adolescents changing but 
new powers of reasoning allow them to reflect upon these 
changes, often dwell upon them and sometimes even concentrate 
on them. Because students are now more able to think about 
thinking itself, they are capable of moving easily between 
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purposeful thought and fantasy (Van Hoose & Strahan, 1988) . 
These new powers of reasoning also mean that early adolescents 
can think in new ways about their relations with other people 
and their concepts of themselves (Van Hoose & Strahan, 1988) . 
The variations with which young people react to family members 
and peers and how they modify their behavior based on these 
relationships will be reviewed in the next section. 
Social and emotional development 
Puberty is one of the greatest biological upheavals in 
the life span. For many early adolescents, puberty involves 
drastic changes in the social environment as well. 
This mean that at the same time early adolescents are 
maturing physically and sexually, they are also developing 
socially and emotionally (Schine & Harrington, 1982). The 
comparative serenity of childhood is left behind during these 
years as emotions begin to play a key role in the life of 
early adolescents. They experience great depth and breath of 
emotions but the nature of these emotions more closely suit 
those of childhood than those of late adolescence (McEwin & 
Thomason, 1989) . Although these emotions are not always vivid 
they can at times reach remarkable depths, e.g. jealousy, 
spite, envy, joy. It is not uncommon for these young people 
to lose themselves in laughter, anger, love, fear, anxiety and 
tension as they discover new dimensions. However, emotions 
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are more easily forgotten, especially anger, during this 
period and they are not as expensive personally as those in 
late adolescence and adulthood (Mitchell, 1979) . 
Early adolescents often criticize themselves and others 
unrealistically, which may lead to feelings of uncertainty, 
anger and frustration. They also become more idealistic and 
are frustrated when their ideals do not materialize. Thus, 
negative feelings are created by strong idealism, intense 
enthusiasm and changing interests (McEwin & Thomason, 1989) . 
Feelings about parents, teachers and peers begin to 
undergo significant changes (McEwin & Thomason, 1989) . 
Interpersonal relationships take on a new perspective as 
adults are viewed in a new perspective. Disagreements between 
parents, other adults and young adolescents are inevitable in 
order for early adolescents to establish who they are. Young 
adolescents want all the privileges of adults and freedom to 
do whatever they want, but are still unclear about the 
responsibilities this involves. Parents and teachers usually 
set limits and expect responsibility and awareness. As a 
result, both parents, other adults and early adolescents can 
show a lack of understanding and become angry, frustrated and 
stressed (Van Hoose & Strahan, 1988) . 
As early adolescents begin to break away from parents 
and set up new friendships, they often establish close 
relationships with adults outside their families. These 
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adults include scout leaders, coaches, and teachers (Smith 
1990). 
Friendships, which were more tentative in earlier years, 
take on more mutual support during the middle years 
(Thornburg, 1980) . In grades 5 and 6 associations are 
primarily with the same sex whereas by grades 7 and 8 
heterosexual associations are more common (Thornburg, 1986). 
The peer group gains in importance and is significant in terms 
of emotional support, psychological identification, achieving 
independence from the family and establishing their own values 
and attitudes. The strong need to belong to a group is 
related, in part, to the sense of vulnerability that young 
adolescents experience (Schine & Harrington, 1982) . This need 
to belong can be explained as fear of risk-taking or it can be 
expressed as a way to work with others in the process of 
defining one's own unique identity (Schine & Harrington, 
1982) . Thus, learning to accept and be accepted by others is 
a vital task in early adolescence (McEwin & Thomason, 1989) . 
Early adolescence is also a time when new social and 
gender roles are experienced. It is known that society sets 
patterns of accepted gender role behaviors (Thornburg, 1986). 
Many traditional roles have given way to more contemporary and 
alternative roles both for women and men. As role models 
become more diverse, middle graders experience feelings of 
conflict and insecurity between the traditional and the 
16 
contemporary roles they observe (Thornburg, 1986) . Potential 
role conflict areas for all early adolescents include greater 
assertiveness and individuality, greater educational and 
occupational opportunities, more individual choices, more open 
social norms and changes in family structures (Thornburg, 
1986) . A research study conducted by Waterman (1982) shows 
that despite role conflict and ambiguity, both sexes are 
concerned about seeking identity. In other words, today's 
middle graders are aware of a more open role system and are 
willing to explore diverse roles (Thornburg, 1986). Early 
adolescents are searching for self-identity through gender-
roles models in a changing environment. 
In their search for identity and their place, Smith 
(1990) states that early adolescents often benefit from 
knowing accepted social behavior. Those who have the skills 
for everyday tasks such as answering the phone, introducing a 
friend to others and ordering in a restaurant can function 
more astutely in the adult and peer world. Proper hygiene 
such as how to dress and how to manage hair and makeup also 
play an important role in acceptance. 
The early adolescence stage of development is 
characterized by exploratory behavior much of which is 
developmentally appropriate and socially adaptive for young 
people. However, some exploratory behaviors carry high risks 
with negative effects on early adolescents' lives (Carnegie 
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Council on Adolescent Development, 1989) . The following 
section will address high risk behaviors and describe the 
characteristics of the young population who are at-risk. 
At-Risk Early Adolescents 
At-risk appears to be the latest semantic label that 
American educators have attached to several groups of students 
who are experiencing difficulty or failure (Presseisen, 1988) . 
By age 15, substantial numbers of youth are at-risk, reaching 
adulthood unable to meet necessary requirements of the 
workplace and commitments of relationships in families and 
with friends. These youth are among the estimated 7 million 
young people, one in four early adolescents, who are extremely 
vulnerable to multiple high-risk behaviors such as school 
failure and substance abuse (Carnegie Council on Adolescent 
Development, 1989) . 
According to Richardson, Casanova, Placier & Guilfoyle 
(1989), the term at-risk has appeared frequently in 
educational literature since 1980 and many researchers and 
educators have focused on studying children and youth at-risk 
since then. This term is borrowed from the medical model that 
looks at common characteristics associated with people who 
have submitted to various illnesses. For example, people with 
close relatives who are diabetic are at-risk of developing 
diabetes; people with high cholesterol are considered to be 
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at-risk for heart disease. In other words, from what is known 
about a particular ailment, it is easy to identify individuals 
with predisposing characteristics that place them in a high-
risk group (O'Sullivan, 1990). 
In educational studies, the term at-risk has taken many 
different meanings and has been problematic for researchers to 
operationalize. Richardson et al. (1989) state that the 
process to identify at-risk students in educational settings 
is a difficult task. The departments of education in such 
states as Oregon, South Carolina, Tennessee and New York have 
attempted to define their at-risk populations by using such 
characteristics as lack of academic success, poor self-
concept, poor attendance, high mobility, antisocial behavior, 
dysfunctional families and history of child abuse and or 
substance abuse (Browne & Rife, 1991) . This definition 
includes individual characteristics of students who are at-
risk, family situation from which they came and the academic 
behaviors that result from these at-risk factors. In the 
literature on at-risk, researchers consider these factors as 
barriers for early adolescents in reaching a meaningful and 
productive life in adulthood. 
Frymier and Gansneder (1989) state that if human 
existence ranges on a continuum from healthy or good to 
unhealthy or bad then at-riskness shows up on one half of that 
continuum. The good end of the continuum includes health, 
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adjustment, adequacy, happiness, high self-esteem, achievement 
and life-oriented behavior. The bad end of the continuum 
includes illness, maladjustment, inadequacy, unhappiness, low 
achievement, low self-esteem and death oriented-behavior. 
Further, Frymier and Gansneder (1989) point out that "at 
riskness is a function of what bad things happen to a child, 
how severe they are, how often they happen and what else 
happens in the child's immediate environment" (p.142). 
Browne and Rife (1991) conducted a study to identify at-
risk students' attitudes toward school and describe the family 
and in-school factors that influence their educational 
success. They state that low income households, parents with 
low educational attainment, who have low involvement in their 
children's in-school and out-of-school activities as well as 
low expectations for their children's academic success, are 
more likely to produce students who are at-risk. In addition, 
a failed a grade and poor attitudes toward the school 
experience also are identifiable as at-risk factors (Brown & 
Rife, 1991). 
Presseisen (1988) states that students who are at-risk 
have few study aids available to them at home and often their 
parents do not monitor their social and educational needs. 
They have fewer opportunities than their classmates for 
learning outside of school; their grades and test scores are 
lower; they read less; do less homework and report having more 
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disciplinary problems in school. They also report that they 
are unpopular with other students and are isolated from school 
life. 
Studies show that poor attendance, poor self-concept and 
high mobility have a profound impact on students in academic 
areas. Frymier and Gansneder (1989) found that one out of 
seven at-risk students had been retained in a grade at least 
once. One out of seven failed at least one course and one out 
of six was at least one year older than the typical student in 
that grade in school. One out of 15 students who are at-risk 
missed 21 or more days of school and one out of 18 was 
suspended from school at least once in a year period. 
Finally, three out of 10 had attended three or more schools 
during a five year period and one out of eight had a negative 
sense of self-esteem. In addition, O'Sullivan (1990) found 
that a combination of student grades, teachers 
recommendations, behavior ratings, absences and disciplinary 
actions significantly predicted the number of failing grades 
that students who are at-risk receive. 
Researchers have also studied adolescent antisocial risk-
taking behavior (Alexander, Kirn, Ensminger, Johnson, Smith & 
Dolan, 1990). Delinquency is one of the at-risk antisocial 
behaviors commonly reported in the literature. It is 
estimated that about 1.4 million juveniles are arrested each 
year for crimes such as vandalism, running away from home, 
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theft and robbery (Nielsen, 1991). According to Benson 
(1989), 10 percent of students between 6th and 12th grade, 
destroy property "just for fun" two or more times in one year 
period. Ten percent of these students stole something from a 
store two or more times and two percent used a knife, gun, or 
other weapon to get something from a person two or more times 
in a year period. Lipsitz (1981) states that violence in 
schools peaks during the junior high years. Juvenile crime 
appears to blossom at around age 14 and the average age of 
runaways is 14.5 years. In addition, Henggeler (1989) labels 
offenses such as hitting parents or friends, sale of illegal 
drugs, and buying stolen goods as antisocial or criminal 
activities. Frymier and Gansneder (1989) found that one out 
of 100 students who are at-risk sold drugs. 
Further, dysfunctional families can be a factor in early 
adolescents being labeled as at-risk (Wehlage, 1986) . Family 
structures are changing. It is estimated that in the 1990s 
only 20 to 30 percent of all children will be living with both 
biological parents throughout their teenage years; 25 percent 
will be living with only one parent, while the remainder will 
be in other living arrangements. Today's early adolescents 
not only are likely to be living in a blended or a single-
parent family, they also are likely to be living in poverty. 
By 1986, 35 percent of all children were living below poverty 
level, with almost half of them belonging to a minority group 
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(Nielsen, 1991) . Thus, some students who are at-risk come 
from a low socioeconomic status which fosters family stress 
and instability (Presseisen, 1988). 
Additional indicators of at-risk behavior include 
physical and substance abuse (Alexander, et.al., 1990). 
According to Benson (1990), girls are much more likely than 
boys to experience physical abuse, sexual abuse and stress. 
More than one-third of the girls in grade 10 report at least 
one incident of sexual and/or physical abuse; this abuse 
doubles the chances of depression, stress and low self-esteem. 
Frymier and Gansneder (1989) found that two out of 100 
students had been physically or sexually abused. Overall, 17 
percent of the students between 6th and 12th grade, report at 
least one incident of physical abuse by an adult. Lipsitz 
(1981) states that seventh graders, out of all the years in 
schooling, are the most likely to be assaulted. 
Garbarino and Sherman (1980) examine the case of early 
adolescents physical abuse in family setting. They state that 
the maltreatment of young people is concentrated among 
socially, economically and psychologically high-risk families. 
In these families, the interaction patterns among family 
members are developmentally destructive. Whether it be 
cognitive functioning, physical health, or emotional problems, 
life in high-risk families poses a threat to the welfare of 
early adolescents that grow up in them. Both early adolescent 
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abuse and neglect are associated with isolation from a 
nurturing parent-child relationship and from the nurturing 
environment provided by social support systems. 
Dryfoos (1990) defines substance abuse as drinking, using 
marijuana and cocaine, smoking and chewing tobacco. According 
to the Carnegie Council on Adolescent Development (1989) young 
adolescents now are far more at risk for self-destructive 
behaviors such as drug and alcohol use than their age group 
ever was before. Lipsitz (1981) states that the average age 
of initiation to alcohol is around age 12, and approximately 
20 to 30 percent of eighth graders drink. The Carnegie 
Council on Adolescent Development (1989) found that 92 percent 
of the high school class of 1987 began drinking before 
graduation; of those, 56 percent had begun drinking in the 6th 
to 9th grades and 36 percent in the 10th to 12th grades. 
According to Benson (1990), 11 percent of students 
between 6th and 12th grade had used alcohol six or more times 
within 30 days. In the same group of students, eight percent 
had used marijuana, cocaine or crack six or more times in one 
year period. In addition, twelve percent smoked one or more 
cigarettes per day and five percent chewed tobacco 20 or more 
times in a one year period. Frequently, students at-risk in 
one area have a greater probability of being at risk in other 
specific areas as well. A dramatic increase in at-risk 
behaviors occurs as students get older. Having one or more of 
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the at-risk indicators becomes common by grade eleven (86 
percent) . Half of 12th grade students report four or more at-
risk indicators (Benson, 1990) . 
To understand early adolescents' behavior one must 
consider both the individual and their environment as 
interacting and interdependent factors (Conger, 1977). When 
researchers use the term at-risk, a careful delineation of the 
variety of factors and their relationship to each other is 
needed. Often these factors are associated with ethnic 
background, race and gender discrimination, poverty, the 
breakdown of the family, and destructive life-styles (Tindall, 
1988) . Many of these factors are ones over which the early 
adolescents have no control; however, they can control their 
lifestyle. 
To change a non-destructive life style, early adolescents 
need to develop a better understanding of themselves and know 
their personal strengths and abilities to overcoming 
weaknesses. They also need to develop a positive image of 
competence and strength. A combination of both self-
understanding and a positive image will equip them with 
appropriate coping skills as they move to the adult world 
(Carnegie Council On Adolescent Development, 1989) . The 
following section will describe the development of early 
adolescents' self-concept in relation to their physical, 
intellectual and social/emotional changes. 
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Early Adolescents and Self Concept 
Early adolescence is a time of change, a time of 
transition. It is not only a time of physical maturation but 
a time of psychological development. During these turbulent 
years, attitudes, aspirations and self concept are subject to 
dramatic changes. Physical, intellectual and social/emotional 
changes create a specific situation for each individual in 
which they must determine who they are and how they relate to 
the adult world (Van Hoose & Strahan, 1988). 
Svec (1984) states that "the self-concept is the 
filtering system or screen through which everything else is 
seen, heard, evaluated and understood" (p.l). Self concept is 
based upon teenagers' own perceptions and feelings about 
themselves and include feelings of self-confidence, self-
worth, self-acceptance and ability (Marsh, Parker & Smith, 
1983) . Psychologists have viewed the formation of self 
concept during early adolescence as a search for identity. 
Stone and Church (1968) suggest that "identity is the central 
theme of early adolescence" (p.460) and define identity as the 
early adolescents' search for who they are, what they believe 
in and value and what they want to accomplish and get out of 
life. 
Most theorists also agree that the self is dynamic rather 
than static. In other words, the self seeks stability, 
consistency and enhancement while it is in constant 
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interaction with the environment. Therefore, the concept of 
self is constantly changing because new feedback is 
continuously received (Beane & Lipka, 1986) . According to 
Konopka (1973) the search for self begins in childhood. 
However, the intellectual and emotional awareness of self, 
which emerges from the interaction with others, is especially 
characteristic of early adolescents. 
Because early adolescents are in a transitional stage 
between childhood and late adolescence, they experience shifts 
in their behaviors from being child-like to being more like 
adults. These shifts in behavior are external indicators of 
the turmoil going on inside them. For example, sometimes they 
want to be completely independent and think that they can 
undertake any task, whereas other times they desperately want 
support and guidance (Van Hoose & Strahan, 1988). 
When rapid growth in height, weight and skeletal 
structure occurs, it causes pain and frustration. When 
glandular activity generates hormonal secretions, it can 
produce anxiety and inattentiveness. Moreover, as social 
patterns shift, as family life changes and as peer relations 
become more dominant, young people become confused. As formal 
reasoning emerges, students begin to think about thinking in 
more sophisticated and diverse ways. These intellectual 
changes provide young people new insights into themselves and 
help them negotiate their self-~oncept in constant 
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interactions with peers, family, school and community (Van 
Hoose & Strahan, in press). 
Physical changes and self concept 
During the period of early adolescence, there is a 
considerable change in external aspects such as height, weight 
and secondary gender characteristics. Such dramatic changes 
have a profound effect on self-perceptions because individuals 
must reconstruct the physical sense of themselves in terms of 
new and changing physiques (Beane & Lipka, 1986) . Thus, the 
changes in the body are incorporated in early adolescents' 
view of themselves. Freud (1961) states that changes 
associated with pubertal development can be quite disruptive 
and can create serious problems in the personality system. On 
the other hand, Long, Henderson and Ziller (1967) state that 
increased physical size can lead to a heightened sense of 
competence during early adolescence, which in turn increases 
self-esteem. 
The American Association of University Women (AAUW, 
1991) conducted a national survey to examine the differences 
between girls' and boys' perceptions of themselves and to 
identify important processes used by early adolescents to form 
a sense of self-esteem and identity. The study included three 
thousand early adolescents between grades four and ten. One 
of the most interesting findings of the survey is the 
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differences in the self-concepts of young men and young women 
and how the differences increase with age. As a part of that 
self-concept, physical appearance is much more important to 
young women than to young men. Girls are nearly twice as 
likely as boys to mention a physical characteristic as the 
thing they like most or least about themselves. Particularly, 
physical appearance is most significant for girls in middle 
school, the time of greatest decline in self-esteem. In 
addition, the way young women and men see the physical changes 
and the degree to which those changes influence their self 
image differ sharply. Boys tend to view the physical changes 
positively, as getting bigger and stronger. Girls believe 
their changes lead in a negative direction and reenforce their 
declining self-esteem. Finally, as girls and boys grow older, 
both experience a significant loss of self-esteem in a variety 
of areas. However, the loss is most dramatic and has the most 
lasting effect for girls (American Association of University 
Women, 1991). 
Erikson (1968) also identifies the onset of puberty as a 
major factor of early adolescents' identity change. If change 
in identity occurs, the early adolescent's concept of self 
will expand to incorporate both the new physical 
characteristics and the new expectations that these changes 
arouse in others. At the identity stage early adolescents are 
preoccupied with their physical appearance. A common symbol 
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of this preoccupation with personal appearance is their 
continual fiddling with their hair. They also try on 
different physical appearances to determine if the projected 
identity fits them (Smith, 1990) . 
Hill (1980) suggests that data about how physical 
appearances affect identity can be found by studying early-
maturers and late-maturers. Early maturing boys think more 
highly of themselves than do late-maturers. Early-maturing 
boys conform more in personality and social characteristics 
than late maturers. Because their early maturity brings them 
social reward, they are less likely to explore multiple 
options for their own identity and in turn often become 
conventional adults. 
During early adolescence there is enormous individual 
variability in time and rate that physical changes take place. 
Physical changes affect self-concept, but are not in 
themselves likely to account for all the changes in the self 
concept. A second area of change has to do with the 
developing cognitive abilities of early adolescents (Blyth & 
Traeger, 1983). 
Intellectual changes and self concept 
Early adolescents experience a number of important 
cognitive changes which affect how they think about themselves 
in complex ways (Blyth & Traeger, 1983). While not as easy to 
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observe as physical changes, the intellectual changes that 
occur during early adolescence are equally dramatic. It is 
during this time that students first develop powers of 
abstract reasoning and begin to think of the world around them 
and themselves in new ways (Van Hoose & Strahan, 1988) . Damon 
and Hart (1982) found that during early adolescence there is 
an increase in the capabilities of individuals to describe 
themselves, as well as an increase in the use of feelings and 
emotional terms in these descriptions. For the first time, 
early adolescents can think about thinking. This reflective 
thinking allows them to form sophisticated self-concepts that 
are shaped by interactions between their experiences and their 
new powers. of reasoning (Van Hoose & Strahan, 1988). The most 
powerful implication is that for the first time in their 
lives, early adolescents can think about who they are. Their 
views of themselves are affected by everything they do and by 
everyone they meet (Van Hoose & Strahan, 1988) . Students see 
themselves on a continuum ranging from able to unable or 
responsible to irresponsible or valuable to worthless. 
Canfield and Wells (1976) suggest a useful analogy for 
early adolescents' intellectual self-concepts. Students enter 
each class with a self-concept about learning that is like a 
stack of chips. Some have had successful learning experiences 
in the past and enter with big stacks of chips. Others have 
had less successful learning experiences and enter with small 
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stacks of chips. Students with the larger stacks can afford 
to take chances and try new experiences in learning. Those 
students who think they have only a few chips left are not 
likely to want to try new experiences. The ways in which 
teachers respond to students help them increase or decrease 
their stacks of chips related to their learning. 
Because of their new cognitive skills young people can 
take information from their environment and integrate it into 
their developing self-concepts. They organize and integrate 
impressions and components, make distinctions between real and 
apparent qualities and develop a new ability to put together 
what may seem to be inconsistent. Their descriptions of 
themselves also become more psychological, focusing upon 
internal states, intentions and traits instead of upon only 
physical appearance and behavior alone (Hill, 1980). 
The use of formal operational skills is apparent in this 
organized identity formation. Erikson (1968) states that the 
process of early adolescents' identity formation requires 
reflection on the observed behavior of both themselves and 
others. Judgements of early adolescents about themselves are 
dependent upon others' judgements of them and upon the 
framework others use for making these judgements. In other 
words, the process of identity formation requires considering 
a number of perspectives simultaneously, which is possible 
when formal operational skills are in place. 
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Cognitive developmental theorists contend that there is 
greater differentiation, abstraction, and integration with age 
(Bernstein, 1980 ; Montemayer & Eisen, 1977) . These 
researchers defined differentiation as the number of different 
self-concepts expressed, abstraction as the ability to be 
removed from concrete reality, and integration as the ability 
to recognize one's own complexity and to interrelate the 
different parts of oneself in a comprehensive self-system. In 
a study of students age 9 to 18, these theorists conclude that 
the capacity to do abstract reasoning is the main factor for 
both greater differentiation and integration. With increasing 
age, there is a greater confidence in the individuals' 
personal system as a determinant of their behavior. 
At the same time, another major set of factors affecting 
self-concept is the individuals' relationships with parents, 
peers and school officials in their immediate environment 
(Blyth & Traeger, 1983). The number and interactions with 
these persons experienced by middle school students has an 
extensive impact on the way young people think, feel and act 
(Van Hoose & Strahan, 1988) . 
Social environment and the self-concept 
Self concept is often defined as the description of self 
in terms of roles and attributes·derived from interactions 
with others and overall experiences in the social environment 
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(Bergen, 1989). The interaction with family, peers and the 
experiences provided at school can enhance the development of 
a clear self-concept and positive self-esteem (Beane & Lipka, 
1986) . Early adolescents also have a unique personal 
environment that affects their self-concept. 
Family The primary unit through which a sense of self 
is advanced is in the family (Beane & Lipka, 1986) . Walker 
and Greene (1988) state that a good relationship with parents 
has a profound impact on self-esteem in early adolescents, 
particularly for girls. Negative identity appears among early 
adolescents who live in a conflict-filled family setting 
(Hill, 1980). 
Parish (1991) conducted research to examine the self 
concept of youth, age 10 to 18 years, who come from intact 
families in comparison with those from divorced remarried 
families. The results show that those from intact families 
demonstrate significantly higher self-concepts than those from 
divorced remarried families. Particularly, the self-concept 
of female youth was clearly higher for those from intact 
families than those from divorced remarried families. Fathers 
and mothers from divorced or remarried families were also 
rated more negatively by their children than their 
counterparts from intact families. 
While early adolescents often seem self-assured, they 
still need support and safety. As they experience the 
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uncertainties of passage into adulthood, they need the 
security provided by parents, brothers, sisters, grandparents 
! 
and generally people who care for them (Van Hoose & Strahan, 
1988) . Some early adolescepts may feel the safety net of 
caring persons, but others feel the anxieties of disrupted 
homes and a more mobile soclety. These early adolescents 
usually have moved several times, lived in several 
I 
neighborhoods and never really known grandparents. These 
factors may contribute to t~e formation of an identity which 
includes loneliness and a l?nging for a secure environment 
(Van Hoose & Strahan, 1988) ~ 
Peers In many case$ young people develop some self-
perceptions as a result of lnteractions with peers. Most of 
I 
the popular literature suggests that peers dominate the world 
I 
of teenagers in the U.S. T'us, the peer group, particularly 
in early adolescence, becom's of critical concern in the self-
perception framework (Beane I& Lipka, 1986). Walker and Greene 
(1988) found that after adj~sting for parent attachment, peer 
attachment was strongly relJted to self-esteem, more in girls 
I 
than boys. In fact, the process of detaching from parents and 
I 
I 
getting established among piers can determine with whom early 
adolescents will interact m~st frequently and how they come to 
see themselves (Blyth & Tra~ger, 1983). 
Peer expectations may ije different from what has been 
expected of them in the pastl. There may be major changes in 
I 
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both who the early adolescents see as important people and 
what those individuals expect. The fear of being rejected by 
important peers is a powerful force. It can make early 
adolescents compromise their own personal beliefs rather than 
go against the peer group (McEwin & Thomason, 1989) . 
Harter (1988) states that boys and girls with the highest 
self-worth are those who see .themselves doing well in areas of 
life they consider important and who see themselves as having 
a high degree of social support from family, peers and 
significant others. Thus, self concept is a looking glass 
reflection of perceptions about how one appears to others, 
implying that self perceptions and perceptions of others are 
correlated and that changes in the perceptions of others will 
lead to changes in self-concept (Marsh, Parker, & Smith, 
1983) . Not only family and peers, but also schools, are a 
part of the looking glass of self perception. 
School Sometimes in the school setting, young people 
perceive themselves as inadequate because they believe they 
are different. The phenomenon of difference can occur when 
teachers correct young people' mistakes in a negative sense, 
thereby setting them too much apart. This concept of being 
different or inadequate also is communicated by the media when 
perfect role models are projected in commercials (Van Hoose & 
Strahan, 1988) . This inadequacy reaches its greatest depth in 
early adolescence, around the age of 12. It is during this 
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time that middle level students compare themselves to others 
in almost every dimension of their development. The 
inevitable conclusion of their comparisons is that they are 
different and therefore inadequate. Those young adolescents 
who have the greatest personal strength and/or support 
systems, work their way through the message of striving for 
perfection sooner and suffer less in the process. Those with 
less ego strength and external support may spend the rest of 
their adolescent years and adulthood trying to come to terms 
with this message. As early adolescents come to believe that 
they are inadequate, they develop patterns of behavior to meet 
the perceived inadequacy. For example, some middle level 
students attempt to deny their inadequacies by not speaking 
out in class, so that they cannot be told they are wrong. 
Because schools play a major role in the lives of youth, 
experiences in and related to school play an important role in 
self-perceptions (Beane & Lipka, 1986). The transition from a 
protective elementary environment to a larger and more complex 
secondary school environment is a significant change that 
usually takes place in early adolescence. It is important to 
recognize that a major shift in early adolescents' ecological 
setting can have consequences on their self-concept and self-
esteem (Blyth & Traeger, 1983) . Blyth, Simmons and Bush 
(1978) show that the transition into junior high school can 
have a disturbing effect on self-esteem and stability of the 
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self-concept, particularly for girls. In another study 
Simmons, Blyth, Van Cleave and Bush (1979) found that seventh 
grade girls tend to have depressed self-esteem if they 
experience multiple changes in their lives including changes 
in schools. Changes in the social environment can prevent the 
operation of the psychological processes which support the 
development of a positive self-esteem. 
Because self concept and academic achievement are 
related, the improvement of self concept may lead to 
improvements in academic achievement (Shavelson & Bolus, 
1982) . Students with high self-esteem tend to achieve higher 
academically than those with low self-esteem. In other words 
improving the concept of self as learner will increase the 
probability of academic success (Beane & Lipka, 1979). 
Researchers have shown that self-concept as a learner accounts 
for up to 50 percent of school achievement, while ability 
accounts for at most 25 percent (cited in Smith, 1990) . 
The relationship of 10 to 13 years old students' self-
concept scores in seven different areas and academic ability 
was examined. Self-concept scores referred to physical 
abilities, physical appearance, relationships with parents, 
relationships with peers, reading, total nonacademic self, and 
total self. Academic ability measures include reading 
achievement, IQ, teacher ratings in reading, mathematics, and 
science. According to the findings, each of the self-concept 
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scores is correlated with the academic ability measures. The 
higher the self-concept scores the higher the academic 
measures. 
Harris (1971) also studied the development of academic 
self-concept in 110 seventh graders and 109 eleventh graders. 
Information gathered from two groups indicated that academic 
self-concept involved three factors: how certain the 
individuals are of their ability, how accurate the self-
ability is perceived to be and how optimistic or pessimistic 
the individuals are toward their ability. Harris concludes 
that each of these three factors is positively related to 
actual achievement. 
Bloom's work (1980) with mastery learning has shown that 
as academic achievement is ensured and experienced, the self-
concept of the individual as a learner improves. Brookover 
(1965) studied the relationship between self-concept of 
ability in school and academic achievement for 1,050 seventh 
graders. He found that, there is a significant correlation 
between the two variables. Furthermore, Covington (1984) has 
provided a helpful construct for understanding the ways early 
adolescents negotiate the notion of themselves in relation to 
their academic accomplishments. He states that "successful 
students tend to relate their success to a combination of 
skill and effort, whereas failure oriented students relate 
their lack of success to low ability, occasional luck, 
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difficult nature of the task, and lack of generosity of 
teacher" (p.93). 
Personal environment 
In early adolescence, self perceptions are influenced by 
the personal situations they encounter. Conscience becomes 
more apparent during this period, including intense feelings 
about fairness, honesty and values. Early adolescents also 
believe in the power of authority and their thought process is 
based more on assimilation than on analysis. Thus, they have 
limited ability to disagree with ideas beyond their range of 
experience (McEwin & Thomason, 1989). 
The personal environment of early adolescents reflects 
different characteristics for those with low self-esteem and 
those with high esteem. Rosenberg's (1965) research shows 
that early adolescents with low self-esteem are often lonely 
and vulnerable, sensitive to criticism and bothered if others 
have a poor opinion of them. They are disturbed if they do 
poorly at some task and upset when they become aware of some 
inadequacy. Persons with low self-esteem rarely participate 
in extracurricular activities, class discussions and informal 
conversations. They generally are described by others as 
touchy and easily hurt. Early adolescents with low self-
esteem have less stable images of who they are and they lack a 
40 
consistent frame of reference in which they can relate their 
experience of self and others. 
Further, Reasoner (1990) points out that students with 
low self-esteem usually react in defensive ways. They rely on 
excuses and blame others when things do not go well for them. 
Because they feel inadequate themselves, they tend to be 
critical of others. Yet, they often react automatically and 
aggressively when others criticize them. They attribute any 
success they achieve to luck and they accept their failures as 
confirmation of their inadequacies. 
On the other hand, students with high self esteem 
demonstrate a high degree of acceptance of themselves and 
others. They tend to include rather than exclude classmates. 
They get along well. with a wide variety of students. They 
take pride in their accomplishments and respond positively to 
positive recognition. They are open to taking risks and to 
taking on challenging situations. They often set goals for 
themselves and take responsibility for their own actions. 
Most often they attribute their success to their own efforts 
and do not dwell on their failures (Van Hoose & Strahan, in 
press) . 
How internal descriptions of self-concepts of early 
adolescents are affected by the external environment was 
studied by Ludwig and Maehr (1967) . They constructed an 
experimental situation in which sixty-five male students aged 
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12 to 14 were divided into three random groups. Each group 
was given either positive, negative, or no feedback about 
their performance on physical tasks from supposed experts. 
According to the findings, those students who receive positive 
feedback evidenced gains in physical activities, while the 
opposite was the case for those who receive negative feedback. 
Particularly, for those students with originally poor self-
concept scores, the positive feedback facilitated gains in 
self-concept generalized to related areas such as general 
fitness and skills. 
It is obvious that the need for success in the middle 
grades is acute {Strahan & VanHoose, 1988). Toepfer {1978) in 
research involving 748 students found that over two thirds of 
these students who receive A or B in elementary school then 
receive C or below in the middle school, never return to the A 
and B level grade in high school. Thus, the development of 
positive experiences may be the most important task the school 
can undertake for early adolescents {Van Hoose & Strahan, 
1988). 
Because early adolescents are going through so many rapid 
changes, a restructuring of the self-concept is required to 
integrate these changes into the individual's personality. 
The development of a positive self-concept in early 
adolescence offers the chance for a smooth transition to late 
adolescence. However, unresolved self-perception issues that 
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carry over into later adolescence can create new problems in 
that period. All the research studies reviewed here seem to 
say that much of the development of self-concept of the early 
adolescent is affected by the interaction between individuals 
and their environment, including the school. 
The primary interest of the school is intellectual; 
therefore, the next section will review instruments to measure 
self-concept in relation to early adolescent thinking 
processes. Then the instrument used in this study will be 
described. 
Measurement of Self-Concept 
Several instruments have been reviewed for this research. 
These instruments included the Children's Personality 
Questionnaire (CPQ), The High School Personality Questionnaire 
(HSPQ), Personality Priorities Inventory for Adolescents 
(PPIA), California Personality Inventory (CPI), Adaptive 
Process Scales (Self-Understanding), The Effective School 
Battery (ESB) and Self-Concept as a Thinker (SCAT) . 
The Children's Personality Questionnaire is appropriate 
for ages 8-12. The CPQ measures 14 primary personality traits 
useful in predicting and evaluating the course of personal, 
social and academic development. Traits measured by the CPQ 
include emotional stability, self-concept level, excitability 
and self-assurance. Particularly, the fourteen primary 
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factors include warmth, intelligence, stability, excitability, 
dominance, enthusiasm, conscience, venture, tender-mindedness, 
zest, shrewdness, self-assurance, control, and tenseness. 
Scores for extraversion, anxiety, and other broad trait 
patterns are obtained as combinations of the primary scales 
(Institute for Personality and Ability Testing, Inc., 1992). 
The High School Personality Questionnaire (HSPQ) is 
considered a useful tool for assessing adolescents ages 12-18 
years with behavioral problems. The HSPQ measures 14 primary 
personality dimensions such as warmth, intelligence, 
stability, excitability, dominance, enthusiasm, conformity, 
boldness, sensitivity, withdrawal, apprehension, sufficiency, 
discipline, and tension. Scores for anxiety, extraversion, 
creativity and leadership also are obtained. Test results 
guide institutional personnel, counselors and school 
psychologists in counseling with all students. In addition, 
test results help spot the potential dropout or low achievers. 
The HSPQ is often used in correctional situations with young 
delinquents, drug users and other persons with behavioral 
problems to facilitate parent-teacher and officer cooperation 
(Institute for Personality and Ability Testing, Inc., 1992). 
According to DeLaet and Wise (1986), the Personality 
Priorities Inventory for Adolescents (PPIA), based on 
responses of 935 secondary school students, indicates the 
presence of the four common factors of Pleasing, Significance, 
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Detaching and Avoiding. The first factor, Pleasing, reflects 
how students perceive themselves as being able to please 
others. The central theme of the Significance factor is the 
students' seeking to be perceived by others as significant and 
worthwhile persons. The Detaching factor is comprised of 
eight items and reflects students' tendency to ma.intain a form 
of control over situations by detaching from them. The fourth 
factor, Avoiding, focuses on maintaining a level of comfort by 
avoiding stressful or competitive situations, for example 
being sensitive to criticism. Factorial validity of the PPIA 
was investigated using principal-axis factor analysis of the 
50 items and reliability was estimated for each of the factors 
using both coefficient alpha and two-week test-retest 
reliability. The values of alpha range from 0.62 to 0.78. 
(DeLaet & Wise, 1986) . 
According to Eysenck (1985), the California Personality 
Inventory (CPI) has been on the market for approximately 30 
years and is well-known. Its 18 scores are divided into four 
classes: 1) measures of poise, ascendancy, assurance and 
inter-personal adequacy; 2) measures of socialization, 
responsibility, intra-personal values and character; 3) 
measures of achievement potential and intellectual efficiency; 
and 4) measures of intellectual and interest modes. Many of 
the items are taken from the Minnesota Multiphasic Personal 
Inventory and generally the items resemble those used in many 
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other scales. The CPI is utilized to obtain a personality 
profile of adolescents. It consists of 480 items and provides 
standard scores for 18 scales which assess one dimension of 
interpersonal behavior. The 10 scales which demonstrated 
statistical significance were: social presence, sense of well 
being, responsibility, socialization, self-control, tolerance, 
achievement, conformance, intellectual efficiency and 
flexibility. Many of the items of the CPI have psychometric 
consistency coefficients. However, they lack supporting 
evidence of internal validity. Thus, it is difficult to 
recommend the test to prospective users (Mitchell, 1985) . 
The Adaptive Process Scales (APS), developed by 
Beardslee, Jacobson, Hauser, Noam, Powers, Houlilan and Rider 
(1985) consist of 15 adaptive process scales. Each of 15 
process scales is measured on a five point scale on self-
understanding. The five points are given an overall 
theoretical definition followed by an operational definition. 
Self-Understanding is the internal process through which 
students make connections between certain feelings and actions 
to make sense of them for themselves. Under the first of the 
five point individual scales, Minimal, the subjects are 
minimally interested in the process of self-understanding. 
They make few or no statements about why they behave in one 
way or.another. In the second individual scale, Little, the 
subjects display little self understanding. They may use 
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knowledge in limited areas, but show little or no involvement 
in the process of figuring out why they did something. Under 
Moderate, the third scale, the subjects are interested in 
their own reactions to things and people. In addition, they 
attempt to link these observations to understanding why they 
did or felt certain things. However, these attempts are not 
fully formed conceptions. Under the Considerable scale, 
subjects have a strong interest in understanding themselves. 
Subjects ask questions about the reasons for various behaviors 
and are interested in observing and learning about themselves. 
In the last scale, Extreme, the subjects are preoccupied with 
their own understanding of themselves and their reactions. 
The Self-Understanding scale was tested by 91 subjects between 
13 and 16 years of age (Beardslee, Jacobson, Hauser, Noam, 
Powers, Houlilan and Rider, 1985). 
The Effective School Battery (ESB) can be used in grades 
7-12 in any middle, junior or senior high school. The ESB 
measures and reports on school safety, staff morale, 
administrative leadership, fairness and clarity of school 
rules, respect for students, classroom orderliness, academic 
climate, school rewards and 26 other key aspects of school 
effectiveness reflected in teachers' and students' 
perceptions, behavior and attitudes (Gottfredson, 1984). The 
ESB student scales include positive peer associations, 
educational expectations, social integration, attachment to 
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school, belief in rules, interpersonal competency, 
involvement, positive self-concept, school effort, avoidance 
of punishment and school rewards. In four scales, Educational 
Expectations, Positive Self-Concept, Fairness of Rules, and 
Clarity of Rules, the ESB summarizes how well goals and high 
expectations are communicated to students. Items address how 
far students expect to go in school, how they view themselves 
and whether they are satisfied with how they are doing in 
school. Particularly, the twelve-item Positive Self-Concept 
scale indicates how students describe themselves. The 
Positive Self-Concept scale includes items such as Sometimes I 
think I am no good at all and has an alpha reliability of 
0.61. A high score means the students have high self-esteem 
and see themselves as a rule-abiding persons (Gottfredson, 
1984) . 
The Self-Concept as a Thinker (SCAT) is a self-report 
measure for students in grades 7-12. It was developed by 
Edwards (1988). The SCAT instrument describes how students 
view their own thinking. There are 40 items to which students 
respond with one of five answers: completely false, mostly 
false, partly false and partly true, mostly true and 
completely true. According to Davis (1991), the statements 
refer to thinking skills related to problem solving, decision 
making, inferences, divergent thinking and evaluative skills. 
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Because the aim in developing SCAT was to produce a 
measure of de Bono's (1983) CoRT lessons that teach thinking 
skills directly to students, Edwards did an extensive review 
of de Bono's major writing to develop a list of important 
skills related to these lessons. Edwards states: 
from the concept that thinking is the skilled use of 
already available information comes the item, I am 
not good at using information; from the aspect of 
fluency comes the item, I often run out of ideas 
quickly; from the aspect of knowing what to do comes 
the item, I am seldom unsure about what to do; from 
the aspect of being less dogmatic comes the item, I 
do not easily change my opinions; from the aspect of 
creativity comes the item, I am more creative than 
most of my classmates. (Edwards, 1988, p. 93) 
In this way Edwards formulated 80 items to measure the aspects 
of thinking proposed by de Bono. Half of the items were 
positively worded and half negatively worded. 
In order to establish the validity of the SCAT scale, 56 
authors from the text, Developing Minds (Costa, 1985) were 
sent the 80 items from SCAT plus 20 additional items that 
related to the construct of self-concept as a thinker. Twenty 
three validators responded by rating the items as either 
suitable or not suitable for inclusion in a self-concept as a 
thinker scale using their own criteria for the construct. No 
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item used in the final instrument had an acceptance rate of 
less than 75% by the validators. 
To further verify the validity of SCAT a Teacher 
Assessment of Student Thinking (TAST) scale, matching items on 
the student form, was developed for teachers to provide an 
external check of the students' self-ratings on SCAT. For 
example, "I work well in discussion groups" from SCAT was 
matched by "The student works well in discussion groups" in 
TAST (Edwards, 1988, p. 94) . Data from teacher responses were 
also used in determining final item selection for the 
instrument. 
In order to reduce to a number providing the best balance 
between the breadth of coverage and probable boredom of the 
respondents, 40 items were chosen using the above information. 
Edwards then administered the 40-item SCAT scale to 167 tenth 
grade students in three schools. The scale alpha reliability 
coefficient was 0.92 on the first administration and 0.94 at 
the second. The teacher rating (N=90) of student thinking on 
the TAST scale showed a test-retest reliability of 0.89. The 
correlation between SCAT and TAST scores was 0.39 at first 
administration and 0.53 at second administration. Both 
correlations were positive and statistically significant at 
p<.001. 
The results of a principal factor analysis on the 30-item 
scale suggests a strong single factor solution. Loading on 
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the one factor accounts for 60% of the total variance with 
loadings on individual items ranging from 0.32 to 0.70 (Donna 
Rigano for John Edwards, personal communication, September 23, 
1993). 
Summary 
In conclusion, the period of early adolescence is a time 
for changes in major areas. Physical development includes 
growth in size as well as sexual maturity. Intellectual 
development consists of a transition toward more abstract 
thought processes with accompanying psychological growth. 
With these changes there is also an increasing social interest 
in the peer group (Bergen, 1989) . 
In addition, types of risk taking is an important concept 
in studies of young adolescent behavior (Alexander, et.al., 
1990) . At-risk factors include individual characteristics of 
students, family and social situations from which they come. 
These characteristics of the term at-risk have been reviewed 
here. The physical, intellectual and social/emotional changes 
that early adolescents experience during this time make them 
more aware of self. Because early adolescents are in a 
transitional stage between childhood and late adolescence, 
they experience many shifts in the formation of self concept. 
The search for self can include identifying who they are; 
what they believe in and value and what they want to 
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accomplish and get out of life. The search is influenced by 
the physical, intellectual and social/emotional changes that 
early adolescents experience during this time. 
Because self-concept is such an important part of early 
adolescent development, several instruments were reviewed for 
use in measurement of this concept. The Children's 
Personality Questionnaire (CPQ), The High School Personality 
Questionnaire (HSPQ), Personality Priorities Inventory for 
Adolescents (PPIA), California Personality Inventory (CPI), 
Adaptive Process Scales (Self-Understanding), The Effective 
School Battery (ESB) and Self-Concept as A Thinker (SCAT) are 
described briefly. Finally, the Self-Concept as A Thinker was 
reviewed in more depth as the instrument for use here. 
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CHAPTER III. METHODOLOGY 
The researcher began work in the context of a larger 
project that had as its goal the delineation of the critical 
thinking abilities of early adolescents in relation to life 
decisions. As part of an effort to develop an assessment 
device that would measure these critical thinking abilities, 
the decision making processes of early adolescents was 
recorded and studied. A critical thinking model with four 
segments, questioning or inquiry, valuing, decision making and 
the act itself, was proposed. The hypothesis for the larger 
research project was "that the greater the critical thinking 
abilities of early adolescents, the less likely they will be 
to make decisions placing them at risk" (Schlautman, 1992, 
p.40). 
This researcher hoped to delineate more specifically the 
valuing process used by early adolescents to make decisions. 
Many decisions made by early adolescents were made quickly and 
explained by statements as, it is wrong, my parents would not 
like it. Little thought was given to the value professed or 
to the use of the valuing process (Schlautman, 1992). 
The search for direct measurement of the valuing aspect 
of early adolescent thinking was undertaken. The idea of 
self-concept kept appearing as part of this search. Because 
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early adolescents are still evolving their own personal 
concept that aspect of their thinking might prove a way to 
begin the search for a measurement of the valuing aspect of 
their critical thinking. Their concept of themselves as 
thinkers could provide the foundation for the development of a 
reasoned valuing system used in decision making by early 
adolescents. The ultimate goal is to provide all early 
adolescents with the skills to make real life decisions in 
relation to healthy and unhealthy choices, or mature or 
immature home, school and community behaviors that are in 
their and the groups best interest. 
The major purpose of this research, then, was to 
determine the relationship of early adolescents' concepts of 
themselves as thinkers to their at-risk status. The specific 
objectives were: 
1. To delineate early adolescents' beliefs about their 
thinking abilities. 
2. To determine the relationship of these early 
adolescents' beliefs about self as thinkers and 
their at-risk status. 
Thus, the present study is a part of the development of 
an assessment device to measure the critical thinking of early 
adolescents, both those who belong to the group population 
that is at-risk and those not at-risk. This section will 
discuss the method used in the study, including data 
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collection instruments, administration of the pilot study, 
identification of population and sample, data collection and 
data analysis. 
Data Collection Instruments 
No instruments for measuring directly the values of early 
adolescents and identifying their source were found. However, 
instruments related to measurement of early adolescent self 
concepts abound. The instrument, Self Concept as A Thinker 
(SCAT), was selected for use after considerable discussion, 
weighing of criteria and attempts to match instrument 
measurement outcomes to the research objectives. Contact with 
the developer of SCAT was made and permission for use was 
granted (Appendix A) . The 40 item questionnaire includes 
statements which help students ages 7-12 to describe how they 
feel about their own thinking (Edwards, 1988) . 
Instead of answering directly on the questionnaire, 
students would be provided answer sheets that could be machine 
scored. They would respond by darkening a number between one 
and five on the machine scored answer sheet for each of the 
statements on the questionnaire. Each of the numbers from one 
to five would indicate how the respondent felt about that 
statement. Number one would indicate that the respondent felt 
the statement Completely False, number two Mostly False, 
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number three Partly False and Partly True, number four Mostly 
True and number five Completely True. 
Along with the questionnaire, Self-Concept as A Thinker, 
an additional questionnaire of seven questions labeled, 
Information about Me, was developed for this study. The seven 
questions were written by the researcher from a review of the 
literature on demographic information related to at-risk 
status of early adolescents and a pool of 23 questions 
developed by D~. Margaret Holmgren. The questions include 
demographic questions about themselves and selected questions 
about their perceptions of how their parents/guardians viewed 
their thinking. The first three questions ask for their sex, 
their siblings order, and their parental availability in the 
home; the remaining questions ask the students to answer yes 
or no to the questions, do parents/guardians ask how you feel 
about things, help you solve problems, allow you to make 
mistakes. Finally, early adolescents are asked if they feel 
others have a legitimate place in the world and they do not. 
Students would answer questions directly on the Information 
about Me questionnaire. 
Administration of the Pilot Study 
The questionnaire, Self-Concept as a Thinker (SCAT), was 
pilot tested in November, 1992, with six seventh grade 
students, four from the local middle school and two students 
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from an urban middle school. No judgement of at-risk or not 
at-risk status of these students was made. The four students 
from the local middle school were identified as typical of 
this age group. The researcher administered the 
questionnaires to these four students in an arranged after 
school time. The final two students from an urban middle 
school were selected using the criteria of convenience. These 
questionnaires were administered by an educator. 
During the administration of the questionnaires, the 
clarity of the items and length of time needed to answer the 
questions were observed. Results indicated that students had 
no difficulty in interpreting the items on the SCAT. The 
title of the Information about Me questionnaire was changed to 
Information about You for more consistency with phrasing of 
the items. Both questionnaires could be completed in less 
than one class period (40-45 minutes) . The questionnaires 
were then judged ready for administration (Appendix B) . 
Human Subjects Committee Review 
The Iowa State University Committee on the Use of Human 
Subjects in Research reviewed this study and concluded that 
there were no risks for the participants; rights and welfare 
of participants were protected by the confidentiality of data; 
and informed consent was obtained by appropriate procedures. 
The Human Subjects Approval Form is in Appendix C. 
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Identification of Population and Sample 
It is known that the ideas of self-concept and changes 
in self-concept are central issues to the psychology of early 
adolescents (McCandless, 1970). If early adolescence includes 
ages 10 to 15, or 11-14, seventh graders, approximately aged 
12 are at the center of this age span. Seventh graders were 
the focus of this study and the purpose of this research was 
to determine the relationship of the seventh graders' beliefs 
about themselves as thinkers and their at-risk status. 
School counselor were to identify students considered at-
risk and not-at-risk in their school. To insure some degree 
of similarity across schools, counselors were asked to choose 
students who had three or more of the following 
characteristics: 1) lack of academic success, 2) poor self-
concept, 3) antisocial behavior, 4) poor attendance, 5) high 
mobility, 6) dysfunctional family, and 7) history of child 
abuse or substance abuse (Browne & Rife, 1991). The tentative 
goal was to solicit responses from 120 (60 at-risk and 60 not 
at-risk 7th graders). If ten middle and junior high school 
counselors were randomly selected from a list of all 
middle/junior high school counselors and if each solicited 
responses from 12 students (six at-risk, three males and three 
females and six not at risk, three males and three females) 
the goal would be met. 
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Using the Iowa Educational Directory: 1991-1992 School 
Year (Iowa Department of Education, Counselors, Public Schools 
1991-92 Staff File), 184 middle/junior high school counselors 
were identified as the population for sample selection. From 
these school counselors, 42 counselors were randomly selected 
by a computerized selection technique. From the list produced 
by the computer program, a total of 27 school counselors were 
contacted in a six part drawing process. Counselors were 
mailed a letter requesting their participation in the study. 
The request included a response form on which they could 
indicate their intent to participate, a sample of the 
questionnaires, a sample of parents' consent letter, one 
answer sheet and one postage paid envelop for returning the 
response form (Appendix D) . 
As responses were returned and !lQ. responses were received 
additional counselors were added to the sample. For example, 
of the original 10 counselors contacted three responded yes. 
When the response deadline had passed and no response was 
received, the researcher followed up with a phone call. As !lQ. 
responses were indicated additional counselors were drawn, 
always more than needed in anticipation of additional !lQ. 
responses. 
Data collection began in November, but was halted during 
December and January as the holidays and semester changes are 
a busy time in schools. Data collection resumed in February 
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and lasted until April. Twenty seven school counselors were 
contacted in a total of six drawings. Of these twelve 
participated in the study. 
Data Collection 
The participating school counselors were mailed a packet 
of information dealing with the various steps in conducting 
the study. The packet contained 12 questionnaires, Self-
Concept as a Thinker and Information About You, 12 answer 
sheets, a self-addressed stamped envelope for returning the 
answer sheets, 12 letters for obtaining parental consent to 
permit their child's participation in the ·study, an 
instruction sheet for administering the questionnaires and a 
personal letter to each counselor (Appendix E) . 
The researcher had coded each answer sheet and the 
questionnaire, Information about You, with a five digit number 
identifying the school and with odd numbers for students who 
were at-risk and even numbers for students who were not at-
risk. In this way, the school counselors were helped to 
administer the questionnaires to the appropriate group of 
students. The researcher also used this code for sorting 
students in data analysis. 
Middle/junior high school counselors were asked to 
administer the questionnaires Self-Concept as A Thinker and 
Information about You to 12 seventh grade students (three 
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male, three female students who were at-risk and three male, 
three female students who were not at-risk) at their school. 
Students completed the questionnaires at their school during 
the school day. When completed, the counselor placed the 
students' answer sheets and the questionnaires, Information 
about You, in the self addressed stamped envelop and returned 
them to the researcher. 
Questionnaires were mailed to 144 students (72 students 
who were at-risk and 72 students who were not at-risk) from 12 
schools in Iowa chosen randomly from a list of middle /junior 
high school counselors. However, in the last school, one 
student who was not at-risk and two students who were at-risk 
did not respond to all the questions in the Information about 
You questionnaire. The researcher did not include these three 
students for the analysis of data. Finally, 141 students 70 
at-risk and 71 not at-risk, became the sample for this study. 
Data Analysis 
The completed answer sheets were coded in a manner 
suitable for statistical analysis. The responses from the 
Information about You questionnaire of each student were 
transferred to the machine scored answer sheet at the end of 
the 40 responses to SCAT. Answers were assigned numbers (one, 
two and three) according to statements checked on the 
questionnaires. Specifically, the two first questions of the 
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Information about You questionnaire asked students to identify 
their sex (male or female) and their siblings' order (oldest, 
youngest and in-between) . The first option (male) of the 
first question was assigned a number one on the answer sheet 
whereas the second option (female) was assigned a number two. 
The same type of coding was used for the second question. 
Oldest was the first option of the second question and was 
assigned a number one on the answer sheet, Youngest, the 
second option, was assigned a number two; whereas In-Between, 
the third option, was assigned a number three. For the 
remaining four questions with Yes and No responses were 
assigned similar response patterns. In these questions, the 
first option (Yes) was assigned a number one and the second 
option (No) was assigned a number two. 
In addition, the statements on the SCAT were identified 
as positive and negative. There were 22 positive and 18 
negative items in the Self Concept as A Thinker. However, due 
to the typing error when copying the Self Concept as A Thinker 
questionnaire, one of the negative items was stated 
positively. Thus, there were 23 positive worded items and 17 
negative worded items in this research. The negative items 
were recoded from five to one. Specifically, Completely False 
was coded a number five, Mostly False a four, Partly False and 
Partly True a three, Mostly True a two and Completely True a 
one. With a possible score of one to five on each statement, 
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the highest possible score was 200 and the lowest possible 
score was 40. 
Code names were given to the demographic variables of 
school and group, to the 40 items from SCAT and the seven 
questions from the Information about You questionnaire. The 
complete list of coding categories are shown in Appendix F. 
All answer sheets were read by the Computation Center at 
the Iowa State University. The responses on the answer sheets 
were transferred to a computer data file. Statistical 
analysis was performed using version 4.0 of the Statistical 
Package for Social Sciences (SPSS) . Frequency counts and 
means were calculated for all items. Analysis of Variance 
(ANOVA) and T-tests were used as a statistical technique for 
classifying individuals into one or more groups and comparing 
these groups according to their means. According to Agresti 
and Finlay (1986), the procedures titled as analysis of 
variance (ANOVA) and T-tests are exploratory tests designed to 
provide evidence of any difference among a set of group means, 
and thus could be used to test the hypothesis of this 
research. 
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CHAPTER IV. FINDINGS AND DISCUSSION 
The major purpose of this research was to determine the 
relationship of early adolescents' concepts of themselves as 
thinkers to their at-risk status. The specific objectives 
were: 
1. To delineate early adolescents' beliefs about their 
thinking abilities. 
2. To determine the relationship of these early 
adolescents' beliefs about self as thinkers and 
their at-risk status. 
The data collecting questionnaires, Self-Concept as A 
Thinker (SCAT) and Information about You, consisted of 47 
items addressing different categories of information. Using 
SCAT (Edwards, 1988), the researcher was interested in 
discovering seventh graders' perceptions about their own 
thinking and concentrating particularly on the differences in 
thinking between those students who were at-risk and those who 
were not at-risk. 
In addition, items from the Information about You 
questionnaire addressed personal information (sex, siblings' 
order, if one of the parents is deceased or absent), and 
selected questions about students' perceptions of 
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parents/guardians views of their children's thinking. There 
was an interest in discovering the relationship of the 
students' SCAT scores to the demographic information about the 
students and the students' perceptions of parents/guardians 
responses to their thinking. 
The findings are divided into two sections. The first 
section reports the findings related to the Self-Concept as A 
Thinker scores. The second section will report the findings 
related to the Information about You questionnaire. 
Findings Related to the Self-Concept as a Thinker 
Initial analysis was done by running frequencies on all 
variables. Data was then checked for missing cases and 
miscoded items. The results showed that in the 141 cases, 
there were only two blank answers for the 40 statements on the 
Self-Concept as A Thinker. These two blanks were marked as 
number three option (Partly False and Partly True) indicating 
a neutral position. In this way, the analysis of the 
variables would contain data from all 141 cases. Frequency 
information for not at-risk and at-risk student responses can 
be found in Appendix G. 
Table 4.1 shows the descriptive statistics (means and 
standard deviations) for the 40 items in order from highest to 
lowest group mean scores for not at-risk students. In 
addition, the group mean scores for at-risk students are 
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Table 4.1 Descriptive statistics (means and standard 
deviations) in each variable for the at-risk and 
not at-risk groups 
Characteristic Not at-risk group 
I am not good at 
solving problems 
I find it hard to 
use my thinking in 
real life 
I am a lazy thinker 
My thinking is not 
well organized 
Most of my ideas 
are not clear 
I can accept that there 
is often more than one 
right answer in a situation 
I am not good at using 
information 
I find it hard to tell 
if one idea is different 
from another 
I am very interested 
in ideas 
I work well in 
discussion groups 
I can think well about 
a wide range of things 
I am good at coming up 
with ideas 
mean 
n 
71 
sd 
4.11 0.95 
4.01 0.95 
4.01 1.14 
4.00 0.97 
3.93 0.80 
3.93 0.98 
3.90 0.81 
3.87 0.97 
3.85 0.64 
3.86 0.85 
3.85 0.95 
3.84 0.97 
At-risk group 
mean 
3.42 
3.55 
3.70 
3.58 
3.51 
n 
70 
3.54 
3.45 
3.71 
3.60 
3.31 
3.38 
3.68 
sd 
1.24 
1.23 
1.32 
1.13 
1. 20 
0.97 
1.17 
1.22 
0.92 
0.99 
1. 00 
1. 02 
Table 4.1 (continued) 
Characteristic 
If I do not understand 
I ask questions 
I can work things out 
for myself 
I can easily recognize 
good ideas 
I feel confident about my 
ability to think things 
through to a conclusion 
I do often have 
important ideas 
I can not tell which ideas 
are more important 
I can not concentrate 
for long 
I can express my ideas 
clearly 
I can find different ways 
of looking at the same 
problem 
I ask good questions 
I can often suggest ideas 
we have not had before 
I am not as creative a 
thinker as most of my 
classmates 
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Not at-risk group 
mean 
n 
71 
sd 
3.84 1.14 
3.83 1.01 
3.81 0.82 
3.81 1.00 
3.77 0.88 
3.71 1.03 
3.70 1.18 
3.69 0.95 
3.69 0.84 
3.67 0.88 
3.67 0.99 
3.67 1.14 
At-risk group 
mean 
3.55 
3.78 
3.57 
3.54 
3.44 
n 
70 
3.61 
3.41 
3.45 
3.47 
3.30 
3.54 
3.44 
sd 
1.11 
1.07 
0.91 
1.07 
1. 00 
1.06 
1.24 
0.90 
1.00 
1.12 
1. 04 
1.21 
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Table 4.1 (continued) 
Characteristic Not at-risk group 
I can easily distinguish 
the most important part 
of a problem 
I often run out of 
ideas quickly 
I give up easily on 
difficult questions 
I can often combine many 
ideas into one idea 
I think carefully about 
suggestions before 
rejecting them 
I find it hard to use my 
knowledge in new situations 
I can change my thinking 
to suit the problem 
I usually know how 
to tackle a problem 
I can keep in mind where 
my thinking is heading 
I like to try 
difficult problems 
I have trouble 
making decisions 
I get confused easily 
The plans I make are 
well thought out 
mean 
n 
71 
sd 
3.66 0.94 
3.64 1.03 
3.62 1.11 
3.62 1.07 
3.62 0.95 
3.59 1.10 
3.57 0.86 
3.56 0.97 
3.53 0.94 
3.52 1.30 
3.52 1.08 
3.49 1.08 
3.47 0.86 
At-risk group 
mean 
3.44 
3.21 
3.41 
3.52 
3.42 
3.12 
3.37 
n 
70 
3.18 
3.58 
2.98 
3.14 
3.54 
3.57 
sd 
1. 08 
1.21 
1.31 
1.12 
1.09 
0.99 
1.01 
1.15 
0.86 
1.30 
1.08 
1. 07 
1.07 
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Table 4.1 (continued) 
Characteristic Not at-risk group At-risk group 
I do not consider the 
consequences before I act 
Other people respect 
my ideas 
I rarely think about 
my own thinking 
n 
71 
mean 
3.43 
3.38 
3.29 
sd mean 
1.21 3.10 
1.08 3.10 
1.06 3.15 
displayed across from the appropriate item, making a 
comparison of groups possible. 
n 
70 
A reliability test was run to determine the internal 
sd 
1.25 
1.14 
1.15 
consistency of the SCAT scale. The reliability test produced 
a coefficient alpha of 0.92. Edwards (1988) reported the 
reliability in the SCAT scale as 0.92 in the first 
administration and 0.94 in the second one. In other words, 
the results show that the reliability in both studies are the 
same. Therefore, the SCAT scale is considered a reliable and 
accurate device for measuring the self concepts of early 
adolescents related to the thinking skills described in the 
items. 
Testing the null hypothesis, there is no difference 
between scores of not at-risk seventh grades and at-risk 
seventh graders on the SCAT scale with a t-test revealed a 
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significant difference between scores for the two groups. A 
two-way analysis of variance was then done using the scores on 
the SCAT scale as the dependent variable and status (not at-
risk and at-risk) and gender as the independent variables. 
Table 4.2 shows the statistical findings of this 
analysis. The level of significance selected for this 
analysis was 0.05. The results show that there is a 
Table 4.2 ANOVA: 
scores 
Risk status and gender effects on SCAT 
Subscale Source Mean square F value Sig. of F 
SCAT At-risk status 4386.34 10.76 0.001 
Gender 44.58 .10 0.741 
2-way inter 787.85 1.93 0.167 
p<.05. 
significant difference between not at-risk and at-risk seventh 
graders scores. Gender did not have an effect on the SCAT 
scores, and there was not a significant difference for the 
interaction of risk status by gender. 
Group mean scores by status and gender are charted in 
Table 4.3. These results show that the mean score of female 
not at-risk students is higher than the mean score of male not 
at-risk students. On the other hand, the mean score of at-
risk male students is higher than the at-risk female score. 
The female status groups have the highest and lowest mean 
score while the male status groups mean scores lie between. 
Table 4.3 
Male 
Female 
Total 
70 
Group means by gender and risk status 
Not at-risk At-risk Total 
157.53 151.47 154.50 
161.31 
159.39 
145.71 
148.67 
153.62 
154.07 
However, when both status groups of males and females are 
treated as one group, total group mean scores indicate less 
than one point difference (0.88). 
Findings Related to the Information about You Questionnaire 
The focus of this section is to describe the respondents 
and to explore the demographic information to facilitate an 
understanding of the responding sample. As stated in Chapter 
3, each school counselor selected 12 seventh grade students to 
participate in the study. Six of these students were 
identified by the counselor as being at-risk (three male and 
three female students) and six were identified as not being 
at-risk (three male and three female students) . The 
demographic variable include gender, birth order, if one or 
more parent/guardian is deceased or absent from the home and 
four questions of their perceptions of how they are viewed as 
thinkers by their families. 
Table 4.4 shows the student responses to the first three 
questions for the not at-risk and at-risk groups. Although 
Table 4.4 
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Gender, siblings' 
absent from home 
students 
order and parents/guardians 
of not at-risk and at-risk 
Characteristic At-risk group Not at-risk group 
Siblings' order 
Oldest 
Youngest 
In-Between 
If parents/guardians 
are deceased or 
absent from home 
Yes 
No 
Male 
n 
36 
n 
9 
13 
14 
n 
6 
30 
% 
25 
36 
39 
% 
17 
83 
Female 
n 
34 
n % 
18 53 
10 29 
6 18 
n % 
10 29 
24 71 
Male 
n 
36 
n 
9 
14 
13 
n 
9 
27 
% 
25 
39 
36 
% 
25 
75 
Female 
n 
35 
n % 
17 49 
12 34 
6 17 
n % 
9 26 
26 74 
equal distribution of gender in the groups was intended the 
final count shows 36 males and 35 females in the not at-risk 
group and 36 males and 34 females in the at-risk group. 
Both male not at-risk and at-risk groups consisted of 9 
students who were the oldest child in the family, 14 and 13 
respectively were the youngest and 13 and 14 were in-between. 
The number of female respondents in the not at-risk and at-
risk groups were 17 and 18 who were the oldest child in the 
family, 12 and 10 who were the youngest child and 6 for both 
groups were in-between. Analysis of variance (Table 4.5) 
among the three groups (oldest, youngest and in-between) shows 
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Table 4.5 ANOVA: SCAT scores and sibling order 
Subs ca le Source Mean square F value Sig. of F 
SCAT 
p<.05. 
Between groups 
Within groups 
302.50 
437.86 
no significant difference among groups. 
0.69 0.503 
Comparison of the two group responses to the item asking 
if parents/guardians were deceased or absent from home, 
revealed that there were 9 not at-risk and 6 at-risk males who 
had one parent/guardian absent from the home, whereas 27 and 
30 responded they did not. On the same item 9 and 10 
respectively of the female student indicated that their 
parents/guardians were absent from the home and 26 and 24 
indicated they were not. T-values showed a significant 
differences in responses of students regardless of gender with 
parents absent or present in the home (p= .026). 
In addition, on the Information about You questionnaire 
there were four selected questions asking the students to 
indicate their view of parents/guardians perceptions of their 
children's thinking. Table 4.6 shows how seventh grade 
students (at-risk and not at-risk) answered these questions. 
Seventy two (51%) of students perceived being asked 
regularly how they feel about things; whereas 69 (49%) of the 
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Table 4.6 Responses of at-risk and not at-risk seventh 
graders to selected questions on how they 
perceive their parents/guardians feeling about 
them as thinkers 
Characteristic 
Do your parents/guardians 
ask you how you feel about 
At-risk group 
Male Female 
n 
36 
n 
34 
things on a regular basis? n % n % 
Yes 16 44 12 35 
No 20 56 22 65 
Do your parents/guardians 
help you in solving 
problems that come up in 
your personal life? n % n % 
Yes 20 56 21 62 
No 16 44 13 38 
Do your parents/guardians 
allow you to make mistakes? n % n % 
Yes 
No 
Do you feel that somehow 
other people have a real 
and legitimate place in 
the world but you do not? 
Yes 
No 
25 69 29 85 
11 31 5 15 
n % 
7 19 
29 81 
n % 
11 32 
23 68 
Not at-risk group 
Male Female 
n 
36 
n 
35 
n % n % 
20 56 24 69 
16 44 11 31 
n % n % 
26 72 28 80 
10 28 7 20 
n % n % 
30 83 
6 17 
n % n 
31 89 
4 11 
% 
5 14 8 23 
31 86 27 77 
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students reported not being asked on a regular basis. A 
significant difference between groups (yes/no) on SCAT scores 
was found (p= .039}. Separate ANOVAs (Table 4.7 and Table 
4.8) show a significant difference by risk status but not by 
Table 4.7 ANOVA: SCAT scores by PARATa and risk-status 
Subscale Source Mean square F value Sig. of F 
SCAT Main effects 2618.25 6.43 0.002 
PARAT 856.32 2.10 0.149 
Risk-status 3379.56 8.30 0.005 
2-way inter 15.24 0.04 0.847 
p<.05. 
aParents ask how you feel about things 
Table 4.8 ANOVA: SCAT scores by PARATa and gender 
Subscale Source Mean square F value Sig. of F 
SCAT Main effects 953.92 2.24 0.110 
PARAT 1869.44 4.39 0.038 
Gender 50.92 0.12 0.730 
2-way inter 795.04 1.87 0.174 
p<.05. 
aParents ask how you feel about things 
gender for the two groups on SCAT scores. However, the 
response data on gender difference show that the highest 
number (24) responding yes was females not-at-risk, while the 
highest number (22) responding negatively was the female at-
risk group. Male numbers by status group fall between the two 
female groups. 
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When students were asked if parents/guardians helped them 
in solving problems in their lives, 95 said yes, 46 said no. 
Twenty eight of the females and 26 of the males in the not at-
risk group responded yes while 7 of the females and 10 of the 
males marked no; whereas in the at-risk group, 21 females and 
20 males indicate parents helped them solve problems on a 
regular basis while 13 females and 16 males said they did not. 
Table 4.9 and Table 4.10 show no significant difference 
between the two response groups by gender, but differences are 
significance by risk status. 
Table 4.9 ANOVA: SCAT scores by PAHSPa and risk-status 
Sub scale Source Mean square F value Sig. of F 
SCAT Main effects 2192.42 5.34 0.006 
PAHSP 4.67 0.01 0.915 
Risk-status 4175.62 10.18 0.002 
2-way inter 452.19 1.10 0.296 
p<.05. 
8 Parents help you in solving problems 
Table 4.10 ANOVA: SCAT scores by PAHSPa and gender 
Subscale Source Mean square F value Sig. of F 
SCAT Main effects 131.38 0.30 0.744 
PAHSP 224.35 0.51 0.478 
Gender 53.55 0.12 0.728 
2-way inter 167.86 0.38 0.539 
p<.05. 
8 Parents help you in solving problems 
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When seventh graders were asked if they perceived their 
parents/guardians allowed them to make mistakes, 115 said yes 
and 26 said no. The highest number responding yes, 60, were 
from the female group and the lowest number responding no, 9, 
were also from this group. Males in each group were between 
these two extremes. Fewer males perceived their 
parents/guardians as allowing them to make mistakes than 
females, 25 at-risk, 30 not at-risk males (77%) compared to 29 
at-risk and 31 (89%) not at-risk females. Statistically, 
there is a significant difference between how the two groups 
(yes/no) responded to this item. ANOVAs (Table 4.11 and Table 
4.12) by risk status and gender indicate significant 
differences by risk status but not by gender. 
Table 4.11 ANOVA: SCAT scores by PARAMa and risk-status 
Subscale Source Mean square F value Sig. of F 
SCAT Main effects 3709.44 9.59 0.000 
PARAM 3038.72 7.86 0.006 
Risk-status 3543.04 9.16 0.003 
2-way inter 647.02 1. 67 0.198 
p<.05. 
aParents allow you to make mistakes 
The final question asked if the students felt other 
persons had a real and legitimate place in the world but they 
did not. Of the 141 respondents, 110 (78%) said no and 31 
(22%) said yes. The difference in responses of the two groups 
was significant. Table 4.13 and Table 4.14 again show 
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Table 4.12 ANOVA: SCAT scores by PARAMa and gender 
Subscale Source Mean square F value Sig. of F 
SCAT Main effects 2047.68 5.01 0.008 
PARAM 4056.95 9.92 0.002 
Gender 219.51 0.54 0.465 
2-way inter 897.78 2.19 0.141 
.p<.05. 
8 Parents allow you to make mistakes 
Table 4.13 ANOVA: SCAT scores by FPHRP8 and risk-status 
Sub scale Source Mean square F value Sig. of F 
SCAT Main effects 3266.87 8.26 0.000 
FPHRP 2153.57 5.44 0.021 
Risk-status 3815.48 9.64 0.002 
2-way inter 300.48 0.76 0.385 
p<.05. 
8 Feel other people have legitimate place 
Table 4.14 ANOVA: SCAT scores by FPHRPa and gender 
Subscale Source Mean square F value Sig. of F 
SCAT Main effects 1359.34 3.20 0.044 
FPHRP 2680.27 6.30 0.013 
Gender 0.42 0.00 0.975 
2-way inter 40.72 0.10 0.757 
p<.05. 
8 Feel other people have legitimate place 
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differences for risk status but not gender. 
Discussion 
It is known that the dimension of the individuals' 
perceptions of themselves plays a role in their adjustment and 
development. Self concepts and self perceptions have been 
correlated with studies of achievement, delinquency and 
vocational choice. Students' self-concepts have been 
identified as a factor in school achievement (Muuss, 1980) . 
Therefore, to help early adolescents who are at-risk, 
professionals could benefit from knowing the students' 
perceptions of themselves as thinkers. 
The primary hypothesis of this research was that there 
would be no significant differences in how not at-ris~ and 
at-risk students perceive themselves as thinkers. That 
hypothesis was rejected at the 0.05 level. The mean score of 
not at-risk students was 159.39 compared to 148.67 for at-risk 
students. 
When listing item scores from highest to lowest means for 
not at-risk students, the items with the highest mean scores 
were those asking students to perceive their abilities in a 
negative light, for example, I am a lazy thinker. Students 
who were not at-risk were more likely to reject the perception 
that their thinking was faulty than accepting the positive 
aspects of their thinking on the items of the SCAT. Although 
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the range of item mean score for not at-risk students (4.11 to 
3.29) and at-risk students (3.78 to 2.98) was similar (0.82, 
0.80), thirty two items had a higher standard deviation for 
the at-risk group than for the not at-risk group. A closer 
look at mean scores by risk status for groups indicates that 
male group scores fall between the female group scores with 
highest and lowest scores for female groups and scores for 
male groups between. 
Regarding the gender differences, it was found that there 
is no significant difference between male and female students 
in relation to their thinking perceptions (p= .769). 
Educational literature is divided on this point. Some 
research (Marsh, Bernes, Carins and Tidman, 1984; Wylie, 1979) 
show no gender differences while others show differences 
(American Association of University Women, 1991). 
Regarding the birth order or siblings' order, statistical 
findings show that there is no significant difference among 
the scores of seventh graders in the three groups. More 
students were oldest (53), then youngest (49) and fewest were 
in between (39). A study by Parish (1991) examined the 
differences in the self-concept of early adolescents and found 
no difference among respondents by birth order. However, 
study by Stotland and Dunn (1962) showed that birth order does 
have a significant effect on individuals' self-concept. 
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Almost one fourth (24%) of the respondents, slightly more 
in the not at-risk group than the at-risk group (18 to 16) had 
parents/guardians deceased or absent from home. On the other 
hand, statistical results show that there is a significant 
difference between groups of seventh graders whose parents' 
are absent or not absent from home (p= .026). Mean scores on 
SCAT are 145.35 for all students who do not have 
parents/guardians deceased or absent from home and 136.21 for 
all who do. 
Educational studies reported in the literature show that 
parental absence from the home affects the level of self-
esteem of children, more for males than for females (Miller, 
1984) • Miller indicates that where the father is absent in 
the home, males have lower self-esteem than females. Absence 
by parental separation or divorce is more crucial to the 
development of early adolescents than absence by death. 
Herzog and Sudia (1968) discuss the issue of lack of gender-
role models and its impact on the development of an adequate 
male identification process especially for fatherless boys. 
Lynn (1974) has addressed the undesirable consequences of 
father absence in the American home and reports a high 
correlation between father absence and juvenile delinquency. 
The studies by Parish & Taylor (1979) suggest that early 
adolescents who experienced father loss through divorce and 
whose mothers have not remarried demonstrate significantly 
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lower self-concepts than those who are from intact families. 
Generally the literature on parental absence supports the 
notion that children are best reared in a home environment 
where two loving and understanding parents are present 
(McCord, McCord, & Thurber, 1963). 
The above three questions (parents' absence, gender and 
birth order} were asked to discover personal information about 
the respondents. In the Information about You questionnaire, 
four additional yes/no questions asked the seventh graders to 
indicate how they viewed their parents/guardians' perceptions 
their thinking. 
T-tests for mean scores by groups (yes/no answers} on 
three of the four questions which asked students to indicate 
their view of parent/guardians perception of their abilities 
showed significant differences between groups at the 0.05 
level. Their perception of whether or not parent/guardians 
helped them solve problems was not significantly different by 
groups, but responses on whether or not they perceived 
themselves as being asked how they felt about things on a 
regular basis, being allowed to make mistakes and if they had 
a legitimate place in the world were significant. 
Almost an equal number (72 yes responses, 69 no 
responses} of respondents felt that their parents did/did not 
ask them how they felt about things on a regular basis and 
there was no significant difference in how these two groups 
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felt about themselves as a thinker (SCAT scores) . On the 
other hand, almost four times as many persons felt that their 
parents allowed them to make mistakes and felt they had a 
legitimate place in the world than felt they were not allowed 
to make mistakes or had no legitimate place in the world. 
Although there were significant differences in these groups 
(yes/no) the differences when further divided into groups by 
gender and risk status showed differences only on risk status, 
not gender. 
Actual numbers in cells reveal that females in the not-
at-risk group often have the highest number of yes responses 
and also the highest number of no responses in the at-risk 
group, whereas male groups fall between. The female groups 
show the greatest differences. The female not at-risk group 
has the highest mean score on the SCAT, whereas the at-risk 
female group has the lowest mean score. 
More seventh grade students who have high scores on SCAT 
believe that their parents/guardians ask them what they think 
on a regular basis, allow them to make mistakes and believe 
they have a legitimate place in the world. Data show a 
relationship between how seventh graders perceive their 
parents/guardians view them and their concepts of themselves 
as thinkers. Differences by risk status as identified here 
are significant but differences by gender show only trends. 
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It is known that behaviors are developmentally driven but 
can be effected by the external circumstances. Behaviors are 
a result of early adolescents' need to emphasize the gains of 
childhood and individuate these developmental changes into 
their own personality. In other words, early adolescent 
behavior can be understood only within the context of an 
organism in the growth process (Seltzer, 1989). In fact, 
lately psychologists have become increasingly aware of the 
effect of an individuals' preferences, feelings and beliefs on 
their behavior (Kuhl & Beckmann, 1985). 
In some studies groups were not found to have significant 
differences in their self-concepts by gender (Wylie 1979; 
Marsh, et.al., 1984). However, a more recent study (American 
Association of University Women, 1991) show female early 
adolescents as having lower self-concepts than male early 
adolescents. Although the study reported here shows no 
significant differences in mean scores by gender, group mean 
scores by gender shows trends. 
Finally, it is known that self perceptions during early 
adolescence cause continuous introspection as young people 
attempt to think more deeply about themselves. Research 
studies have shown that self-concept as a learner is highly 
correlated with academic achievement. Development of a 
healthy sense of self as a thinker is very important but it is 
a process that early adolescents can not master alone. 
84 
Because of this, there is a definite need to provide 
experiences that help young people clarify their self-concept 
and improve their self-esteem. Both parents and schools need 
to help early adolescents develop independence, self-
confidence, social competence and a positive self-concept. 
These are aspects of individual happiness, security and self-
actualization. In other words, the enhancement of self-
perceptions at early adolescence constitutes building the 
foundation for young people to live full and productive lives 
as mature adults. The importance of developing a positive 
self-concept is never more crucial than it is in early 
adolescence. 
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CHAPTER V. SUMMARY AND RECOMMENDATIONS 
Summary 
The initial goal of this research was to delineate a 
part of early adolescents' personal world, especially the 
beliefs about themselves as thinkers and to determine the 
relationship of these beliefs to their at-risk status. After 
reviewing several measurement instruments, it was decided to 
use an instrument by Edwards (1988) called Self Concept As a 
Thinker. The authors permission for use was obtainted 
(Appendix A). However, it was decided that measuring self-
perceptions about thinking of early adolescents in relation to 
their at-risk status was a task to be done in two stages. 
Therefore, an additional one page instrument, Information 
About You, was developed by the researcher to gather 
descriptive information about the student respondents. 
The first phase of this study began with the delineation 
of the criteria for determing if an early adolescent is at-
risk. Because there is no universally agreed-upon definition 
regarding the criteria for at-risk status, the researcher 
adapted the general framework used by Brown and Rife. They 
describe at-risk students as those who possess three or more 
of the following characteristics: a) lack of academic success, 
b) poor self-concept, c) poor attendance, d) high mobility, 
86 
e) antisocial behavior, f) dysfunctional families and g) 
history of child abuse and or substance abuse (Browne & Rife, 
1991). 
After the at-risk determination, the researcher began the 
task of randomly selecting middle and junior high schools in 
Iowa for participation in the study. Initially the goal was 
to have 12 seventh grade students from each of 10 
middle/junior high. schools; however, 12 school counselors were 
willing to participate in the study. Because three students 
from the last school did not complete the Information about 
You questionnaire, they were not included in this study. 
Thus, the final sample included 141 students from 12 middle 
and junior high schools in Iowa. 
The questionnaires, Self-Concept as A Thinker (SCAT) and 
Information about You, were pilot tested with a group of six 
seventh grade students. The researcher used seventh grade 
students because during this period of development, these 
students encounter many changes (physical, intellectual and 
social/emotional) which influence their thinking perceptions. 
Along with that, the early adolescent years are crucial in 
determining individuals' self-perceptions for the rest of 
their lives. Thus, having a better knowledge of this age of 
human development will enable parents, school counselors and 
teachers to provide early adolescents with an appropriate 
environment for enhancing their self-concept as thinkers. In 
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fact, Browne and Rife (1991} indicate that there is growing 
agreement that identification and intervention efforts must 
begin before students enter high school. 
Those school counselors who showed their willingness to 
participate in the study received the appropriate materials to 
distribute to their students (both students who were at-risk 
and not at-risk) . The data were collected on machine scored 
answer sheets. The questionnaires, Self-Concept as a Thinker 
and Information about You, included 47 variables by which the 
researcher examined the thinking perceptions of students (both 
students who were at-risk and those who were not at-risk} and 
coded the data for the statistical procedures. Frequencies, 
analysis of variance (ANOVA) and t-tests were used as 
statistical techniques for describing and comparing groups. 
Findings support the rejection of the null hypothesis, 
there is no difference between scores of not at-risk seventh 
graders and at-risk seventh graders on the Self Concept As a 
Thinker (SCAT). A reliability co-efficient alpha of 0.92 was 
found which matches the 0.92 reported by Edwards (1988). 
The items with the highest mean scores for the not at-
risk group are those asking students to see their thinking in 
a negative light. Students who are not at-risk are more 
likely to reject the perception that their thinking is faulty 
than accepting the positive aspect of their thinking based-on 
the questions asked. 
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Of the seven demographic variables asked, four showed a 
significant difference and three did not. No significant 
difference in mean scores by groups were found by gender, by 
birth order, or by the students perception of whether their 
parents/guardians helped them solve problems. On the other 
hand, student group scores were higher if one parent/guardian 
was not deceased or absent from home, if students perceived 
themselves as being allowed to make mistakes, if they were 
asked how they feel about things regularly, or if they felt 
they had a legitimate place in the world. How 
parents/guardians view early adolescents is related to how 
early adolescents view themselves as thinkers. 
Early adolescents who were identified as being at-risk by 
their school counselor viewed themselves differently as 
thinkers as measured by the SCAT scale than those who were not 
at risk. Brown and Rife (1991) point out that having the 
knowledge of students self-perceptions (both students who are 
at-risk and not at-risk) can be beneficial for designing and 
evaluating preventable programs for students who are at-risk. 
The SCAT questionnaire could provide information about 
students' perception of their thinking abilities both as a 
group and individually and could be easily available for use 
by persons working with these early adolescents. 
The examination of the differences between students' 
thinking perceptions (both students who are at-risk and not 
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at-risk) was the major concern in this study. However, data 
collected from this study came from a midwestern region (Iowa) 
and no special effort (only random sampling) was made to 
assure cultural diversity and a heterogeneous student 
population to reflect the nation as a whole. Further research 
involving a larger more diverse population is recommended. 
Recommendations for Further Study 
Recommendations are suggested based on the results from 
the effort of the study to determine early adolescents' self-
perceptions of their thinking in relation to their at-risk 
status. 
1. Replication of this study is needed with a larger 
sample that is more culturally diverse and more 
representative of the national school population. 
2. Because academic self-concept is related to future 
academic achievement and competence, there is a hope 
that middle school educators will continue to focus 
on this area and build competencies upon which 
positive self-perceptions can grow. 
3. Curriculum programs with more interdisciplinary 
units centered on students' beliefs and concerns 
could be developed to enhance early adolescent self-
perceptions. In order to implement this type of 
curricula teachers need to obtain knowledge of the 
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self-perception of early adolescents in both pre-
service and in-service education. 
4. Teachers and parents should work together to enhance 
healthy and sufficient self-concept of early 
adolescents. Beane and Lipka (1979) recommend that 
schools help enhance students' self perception by 
working with parents through parent workshops, 
parent conferences, and parent involvement in the 
school. 
5. Additional research would include a more in-depth 
analysis of early adolescents' (both at-risk and not 
at-risk) thinking using a technique called 
stimulated recall. 
91 
REFERENCES 
American Association of University Women (1991) . Short 
changing girls, short changing America. Washington, DC: 
American Association of University Women. 
Agresti, A. & Finley B. (1986) . Statistical methods for the 
Social sciences. San Francisco, CA: Dellen Publishing 
Company. 
Alexander, C. S., Kim, Y. J., Ensminger, M., Johnson, K. E., 
Smith, B. J. & Dolan, L. J. (1990). A measure of risk 
taking for young adolescents: Reliability and validity 
assessments. Journal of Youth and Adolescence, 19(6), 
559-569. 
Beane, J. A., & Lipka, R. P. (1986). Self-concept, self-esteem 
and the curriculum. New York: Teachers College Press. 
Beane, J. A., & Lipka, R. P. (1979). Enhancing self 
concept/esteem in the middle school. Middle School 
Journal, 10(3), 4-21 and 26-27. 
Bearslee, W. R., Jacobson, A. M., Hauser, S. T., Noam, G.G. 
Powers, S. Houlihan, J. & Rider, E. (1986). An approach 
to evaluating adolescent adaptive processes: Validity of 
an interview-based measure. Journal of Youth and 
Adolescence, 15(5), 355-375. 
Benson, P. L. (1990). Trouble journey: A portrait of six-
twelfth grade youth. Minneapolis, MN: Respecteen. 
Bergen, W. L. (1989). Enhancing self-image in adolescents 
through group counselling. Enhancing self-concept, ..2_(2), 
18-21. 
Bernstein, R. M. (1980) . The development of the self-system 
during adolescence. The Journal of Genetic Psychology, 
136(2), 231-245. 
Bloom, B. S. (1980). The new direction in education research: 
Alterable variables. Phi Delta Kappan 61, 382-385. 
92 
Blyth, D. A., Simmons, R. G. & Bush, D. (1978). The tradition 
into early adolescence: A longitudinal comparisons of 
youth in two educational contexts. Sociology of 
Education, .2.1,(3), 149-162. 
Blyth, D. A., & Traeger, C. M. (1983). The self-concept and 
self-esteem of early adolescents. Theory into Practice, 
ll_(2), 91-97. 
Brookover, W. B. (1965). Self-concept of ability and school 
achievement. East Lansing, MI: Office of Research and 
Publications, Michigan State University. 
Brooks-Gunn, J. (1987). Pubertal processes and girl's 
psychological interactions in early adolescence. 
Hillsdale, NJ: Lawrence Erlbaum Associates, Inc. 
Browne, C. S. & Rife, J. C. (1991). Social, personality, and 
gender differences in at-risk and not at-risk sixth-grade 
students. Journal of Early Adolescence, 11(4), 482-495. 
Canfield, J. & Wells, H. C. (1976). 100 ways to enhance self-
concept in the classroom. Englewood Cliffs, NJ: Prentice-
Hall. 
Carnegie Council on Adolescent Development. (1989). Turning 
points: Preparing American youth for the 21st century. 
Washington, DC: Author. 
Conger, J. J. (1977). Adolescence and vouth: Psychological 
development in a changing world. New York: Harper & Row. 
Costa, A. L., (ed.) (1985). Developing minds: A resource book 
for teaching thinking. Alexandria, VA: Association for 
supervision and curriculum development. 
Covington, M. V. (1984). The motive of self-worth. In Research 
on Motivation in Education (pp. 77-113). New York: 
Academic Press. 
Damon, W., & Hart. D. (1982). The development of self-
understanding from infancy through adolescence. Child 
Development, 53(40), 841-864. 
Davis, W. E. & Mccaul, E. J. (1990). At-risk children and 
youth: A crisis in our schools and society. Orono, ME: 
Maine University, Institute for the Study of At-risk 
Students. (ERIC Document Reproduction Service No. ED 
330757). 
93 
Davis, A. E. (1991). Evaluation and assessment. Higher Order 
Thinking Skills Tests. Summary Table of Instrument 
Characteristics. Portland, OR: Northwest Regional 
Educational Laboratory. 
de Bono, E. (1983). The cognitive research trust (CoRT) 
thinking skills program. In W. Maxwell (ed.) Thinking: 
The expanding frontier (pp. 115-128). Philadelphia PA: 
The Franklin Institute Press. 
DeLaet, T. J., & Wise, S. L. (1986). The development and 
validation of the personality priorities inventory for 
adolescents. Educational and Psychological Measurement, 
46(2), 455-459. 
Dryfoos, J. G. (1990). Adolescents at-risk: Prevalence and 
prevention. New York: Oxford University Press. 
Edwards J. (1988). The direct teaching of thinking skills: 
Cort-1, an evaluative case study. Doctoral dissertation. 
James Cook University, North Queensland, Australia. 
Elkind, D. (1984). All grown up and no place to go: Teenagers 
in crisis. Reading, MA: Addison-Wesley Publishing 
Company. 
Erikson, E. H. (1968). Identity: Youth and crisis. New York: 
W.W. Norton. 
Eysenck, H. J. (1985). Review of California Personality 
Inventory. In J. V. Mitchell (Eds.), Mental measurements 
yearbook (pp.252-253). Lincoln, NE: Buros Institute of 
Mental Measurements. 
Frisch, R. E., & Revelle, R. (1970). Height and weight at 
menarche and a hypothesis of critical body weights and 
adolescent events. Science, 169(3943), 397-398. 
Freud, S. (1961). The ego and the id. Standard Edition, 19. 
London: Hogarth. 
Frymier, J. & Gansneder, B. (1989). The Phi Delta Kappa study 
of students at risk. Phi Delta Kappan, 71(2), 142-146. 
Garbarino, J & Sherman, D. (1980). High-risk neighborhoods and 
high-risk families: The human ecology of child 
maltreatment. Child Development, ..21.(1), 188-198. 
94 
Gottfredson, G. D. (1984}. Using the effective school battery. 
Assessing effective schools. Odessa, FL: Psychological 
Assessment Resources. 
Harris, C. M. (1971}. Scholastic self-concept in early and 
middle adolescents. Adolescence ..§.(23), 269-278. 
Harter, S. (1988}. Causes, correlates. and the functional role 
of self-worth: A life-span perspective. In J. Kolligan & 
R. Sternberg (Eds.}. Perception of competence and 
incompetence across the life-span. New Haven, CT: Yale 
University Press. 
Henggeler, S. W. (1989}. Delinquency in adolescence. Newbury 
Park, CA: Sage Publications. 
Herzorg, E., & Sudia, C. E. (1968}. Fatherless homes: A review 
of the research. Paper presented at National Conference 
on Social Welfare, San Francisco, CA. 
Hill, J. (1980}. Understanding early adolescence. Carrboro, 
NC: Center for Early Adolescence. 
Ingersoll, G. M. (1989}. Adolescents. Englewood Cliffs, NJ: 
Prentice Hall. 
Institute for Personality and Ability Testing, Inc. (1992}. 
Institute for personality and ability testing catalog. 
Champaign, IL: Author. 
Iowa Department of Education (1992 January}. Public School 
Counselors, 1991-1992 staff file. (Available from Iowa 
Department of Education, Grimes State Office Building, 
Des Moines, IA 50319} . 
Konopka, G. (1973}. Requirements for helty development of 
adolescent youth. Adolescence,~ (31), 291-316. 
Kroger, J. (1987}. Identity in adolescence: The balance 
between self and other. New York: Routledge. 
Kuhl, J., & Beckman, J. (1985}. Action control: From cognition 
to behavior. Berlin, Germany: Springer-Verlay. 
Lipsitz, J. (1981}. Early adolescence: Social/psychological 
issues. Paper presented at the Annual Conference of the 
Association for Supervision and Curriculum Development, 
St. Louis, MO. 
95 
Long, B. H., Henderson, E. H., & Ziller, R. C. (1967). 
Developmental changes in the self-concept during middle 
childhood. Merrill-Palmer Quarterly, Jd.(3), 201-215. 
Ludwig, D. J., & Maehr, M.L. (1967). Changes in self-concept 
and stated behavioral preferences. Child Development, 
l.§,(2), 453-467. 
Lynn, D. B. (1974). The father: His role in child development. 
Monterey, CA: Brooks/Cole. 
Marsh, H. W., Parker, J. W. & Smith, I.D. (1983). 
Preadolescent self-concept: Its relation to self-concept 
as inferred by teachers and to academic ability. Journal 
of Educational Psychology, 53(1), 60-78. 
Marsh, H. w., Barnes, J., Cairns, L., & Tidman, M. (1984). 
Self-description questionnaire: Age and sex effects in 
the structure and level of self-concept for preadolescent 
children. Journal of Educational Psychology, 76(5), 940-
956. 
McCandless, B. R. (1970). Adolescents: Behavior and 
development. Hinsdale, IL: Dryden Press. 
McCord, J., McCord, W., & Thurber, E. (1963). Some effects of 
parental absence on male children. Journal of Abnormal 
and Social Psychology, 64, 361-369. 
McEwin, C. K., & Thomason, J. T. (1989). Who they are, How we 
teach: Early adolescents & their teachers. Columbus, OH: 
National Middle School Association. 
Mitchell, J. J. (1979). Adolescent Psychology. Toronto: Holt, 
Rinehart and Winston. 
Mitchell, J. V. (ed.) (1985). Mental Measurements yearbook. 
Lincoln, NE: Bures Istitute of Mental Measurements. 
Montemayer, M., & Eisen, M. (1977). The development of self-
conceptions from childhood to adolescence. Developmental 
Psychology, 13(4), 314-319. 
Muuss, R. E. (1980). Adolescent behavior and society. New 
York: Random House. 
Nielsen, L. (1991). Adolescence: A contemporary view. Orlando, 
FL: Holt, Rinehart and Winston, Inc. 
96 
O'Sullivan, R. G. (1990). Validating a method to identify at-
risk middle school students for participation in a 
dropout prevention program. Journal of Early Adolescence, 
1.Q.(2), 209-220. 
Parish, T. s. (1991). Ratings of self and parents by youth: 
Are they affected by family status, gender and birth 
order? Adolescence, 26(101), 105-112. 
Parish, T. s. & Taylor, J. C. (1979). The impact of divorce 
and subsequent absence on children's and adolescents' 
self concepts. Journal of Youth and Adolescence, .§., 427-
432. 
Presseisen, B. z. (1988). Teaching thinking and at-risk 
students: Defining a population. In B.Z. Presseisen 
(Eds.), At-risk students and thinking (pp 19-37). 
Washington, DC: National Education Association. 
Reasoner, R. (1990). Fostering self-esteem. What's New in Home 
Economics, 24(2), 26-29. 
Richardson, V., Casanova, U., Placier, P., & Guilfoyle, K. 
(1989). School children at-risk. Philadelphia, PA: The 
Falmer Press. 
Rosenberg, M. (1965). Society and the adolescent self-image. 
Princeton, NJ: Princeton University Press. 
Schine, J. G., & Harrington, D. (1982). Youth participation 
for early adolescents: Learning and serving in the 
community. Phi Delta Kappa Educational Foundation. 
Bloomington, IN: Phi Delta Kappa Educational Foundation, 
Eighth and Union. 
Schlautman, N. R. (1992). A paradigm for the thinking process 
involved in early adolescent's decision making. 
Unpublished thesis. Iowa State University, Ames, IA. 
Seltzer, V. C. (1989). The psychological worlds of the 
adolescent: Public and private. New York: John Wiley & 
Sons. 
Shavelson, R. J., & Bolus, R. (1982). Self-concept: The 
interplay of theory and methods. Journal of Educational 
Psychology, 74(1), 3-17. 
97 
Simmons, R. G., Blyth, D. A., Van Cleave, E. F., & Bush, D. M. 
(1979). Entry into early adolescence: The impact of 
school structure, puberty and early dating on self-
esteem. American Sociological Review, 44(6), 948-967. 
Smith, F. M. (1990). Help! it's Bart Simpson! Active 
imaginations and hormones are just of the things that 
test those who teach early adolescents. Vocational 
Education Journal, 65(7), 28-29. 
Stone, L., & Church, L. (1968). Childhood and adolescence. New 
York: Random House. 
Stotland, E., & Dunn, R. E. (1962). Identification , 
opposition, authority, self-esteem and birth order. 
Psychological Monogram, 76(9), (whole no.528). 
Svec, H. (1984). The self-concept of the learning disabled 
adolescent: Main streamed versus self-contained program. 
Toronto: Youth Resource Center, Educational Research 
Council. 
Thornburg, H. D. (1980). Early adolescents: Their 
developmental characteristics, The High School Journal, 
fil.(6) I 251-221. 
Thornburg, H. (1986). The counselor's impact on middle-grade 
students. The School Counselor, 33(3), 170-177. 
Tindall, L. W. (1988). Retaining at-risk students: The role of 
career and vocational education. (Contract 
No.RI88062005). Columbus, OH: ERIC Clearinghouse on 
Adult, Career and Vocational Education (ERIC Document 
Reproduction Service No.ED 303683). 
Toepfer, C. F. (1978). Brain growth periodization - a new 
dogma for education. Middle School Journal, .lQ.(3),3-21. 
Van Hoose, J. & Strahan, D. B. (1988). Young adolescent 
development and school practices: Promoting harmony. 
Columbus, OH: National Middle School Association. 
Van Hoose, J. & Strahan, D. B. (in press). Understanding young 
adolescents in a world in transition. In F.M. Smith and 
C.O. Hausafus (eds.). The education of early adolescents: 
Home economics in middle school. Peoria, IL: Glencoe 
Publishing. 
98 
Walker, L. S., & Greene, J. W. (1988). The social context of 
adolescent self esteem. Journal of Youth and Adolescence, 
15, 315-322. 
Waterman, A. S. (1982). Identity formation from adolescence to 
adulthood: An extension of theory and a review of 
research. Developmental Psychology, 18, 341-358. 
Wehlage, G. G. (1986). At-risk students and the need for high 
school reform. Education, 107(1), 18-28. 
Wylie, R. C. (1979). The self-concept: Theory and research on 
selected topics. Lincoln, NE: University of Nebraska 
Press. 
99 
ACKNOWLEDGEMENTS 
There are many who helped make this thesis possible and 
to whom I would like to express my appreciation for their 
support and guidance. 
To my fiance, Tasos Dimakos, for his love, support and 
patience. Without your encouragement, support, confidence and 
love, I would not have obtained my master's degree. I look 
forward to getting my Ph.D. as soon as possible and coming 
back to Greece to pursue our future goals and dreams together. 
To my parents, Stavros and Popi for their love, support 
and encouragement. Without your support and encouragement, I 
would not have had the great experience of studying in U.S.A .. 
I look forward to coming back to Greece and spend more time 
with you. 
To my grandparents, Julia and Stamatios, Lemonia and 
Dimitrios for their love and support. Your encouragement and 
support through the years of my studies in U.S.A. had been the 
highest motivation for pursuing my master's degree. I look 
forward to coming back in Greece soon and having your company 
which I miss. 
To my lovely sister, Dimitra for her love and support. 
Your smile was the fire light by giving me the strength and 
100 
tolerance all these years. I look forward to coming back and 
pursuing new goals together. 
To my godfather, Panagiotis Bekas, for his love, 
encouragement and support. You are a very significant person 
in my life. Your sophisticated thinking and advices have 
contribute in making me very fulfilled and happy. I look 
forward to coming back and enjoying your advices. 
My appreciation is extended especially to Dr. Frances M. 
Smith, my major professor, who guided me through this project. 
The time she sacrificed and her contributions were the 
motivation behind the completion of this research. 
To Dr. Sally K. Williams and Dr. Margaret Holmgren for 
serving as my committee members and for their input and 
support. 
To Dr. Richard Smith, husband of Dr. Frances M. Smith, 
and Dr. Cheryl O. Hausafus, for their contribution to this 
project. 
To all the professors in Education & Studies department 
of the Family Consumer Sciences College for their support and 
guidance. 
To all the seventh graders and the school counselors who 
participated in this research. 
And finally, to my relatives and friends for their deep 
support and love they have always given to me. 
APPENDIX A. 
101 
AUTHOR'S PERMISSION FOR USE OF SELF-CONCEPT AS A 
THINKER 
102 
James Cook Universitv of North Queensland 
FACSl.\-ULE TRANSMlSSION 
TO: ._f,.~cq S-:.+--1.,,, FROM: :lok_. .;:-~ 
l.(. r. 4'\. 
Fac.<Umile Number: 
MESSAGE: 
he.- Fr-c... 
' 
s~ ../- l/!;.t.__,. ... _ 
o-o '" rr~ ,_7~ +-.1s~---------
'L,_ Cr «__..a;., ~~ ~ ~ ,.-...--:~,.- J. 
c...,.. ..,_. .r (A,.. J '-'c. . 
Date: IL I '• I f \. Number of pages to follow: __ _ 
(If thl!re are any queries regardins tht. receipt of this 1Ms.fage pl~a.u 1el~phm1e (077) 814615) 
Jl0$IAI. ADQBESS~ 
"B" Diode. Sdlool of Educatioo 
fame1 Cook Univ.:rslly 
'rown.wil!c Qkl 4811 
Auslrnlia 
TelFJJHONJl· 
(077)814645 
(om8146S5 
(IJTT) 814656 
FACSIMILE· 
(071)- l51690 
61 77 251690 
(fnr lnrem:idOftll C2ll.~) 
103 
APPENDIX B. QUESTIONNAIRES 
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SELF- CONCEPT AS A THINKER SCALE* 
INSTRUCTIONS 
On the following two pages are statements that describe how you may feel 
about J 0ur own thinking. Decide how each statement describes your 
thinking. On the answer sheet darken a number between one (completely 
false) and five (completely true) for each statement. 
1-------------2-------------3---------------4-----------5 
Completely 
False 
Mostly 
False 
Partly False 
and 
Partly True 
Mostly 
True 
Completely 
True 
* Adapted from Edwards, J. (1987). Self-Concept As a Thinker Scale. 
Australia: James Cook University of North Queensland. 
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1-------------2-------------3--------------4------------5 
Completely 
False 
Mostly 
False 
Partly False 
and 
Partly True 
1. 
2. 
3. 
4. 
5. 
6. 
7. 
I 
I 
I 
I 
I 
I 
I 
am very interested in ideas. 
work well in discussion groups. 
can express my ideas clearly. 
am not good at using information. 
can think well about a wide range 
cannot tell which ideas are more 
do often have important ideas. 
Mostly 
True 
of things. 
important. 
8. I can often combine . .y ideas into one idea. 
9. I can easily recognize good ideas. 
10. I often run out of ideas quickly. 
Completely 
True 
11. I find it hard to tell if one idea is different from another. 
12. I can often suggest ideas we have not had before. 
13. My thinking is not well organized. 
14. I am a lazy thinker. 
15. I like to try difficult problems. 
16. I find it hard to use my thinking in real life. 
1 7. I cannot concentrate for long. 
18. I am not good at solving problems. 
19. I am good at coming up with ideas. 
2 0. I can find different ways of looking at the same problem. 
(Note: The questions continue on the next page) 
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1-------------2-------------3--------------4------------5 
Completely 
False 
Mostly 
False 
21. I get confused easily. 
Partly False 
and 
Partly True 
22. Other people respect my ideas. 
Mostly 
True 
2 3 . I can change my thinking to suit the problem. 
24. Most of my ideas are not clear. 
25. I usually know how to tackle a problem. 
26. If I do not understand I ask questions. 
Completely 
True 
2 7. I think carefully about suggestions before rejecting them. 
2 8. I rarely think about my own thinking. 
2 9. I am not as creative a thinker as most of my classmates. 
3 0. I find it hard to use my knowledge in new situations. 
3 1 . The plans I make are well thought out. 
32. I ask good questions. 
3 3. I give up easily on difficult questions. 
34. I don't consider the consequences before I act. 
3 5 . I feel confident about my ability to think things through io a 
conclusion. 
3 6. I can easily distinguish the most important part of a problem. 
3 7. I can accept that there is often more than one right answer in a 
situation. 
3 8 . I can keep m mind where my thinking is heading. 
3 9. I have trouble making decisions. 
40. I can work things out for myself. 
1.07 
Information about You 
Now please provide the following information about yourself. Cross the 
correct space in your answers. 
1. Your sex is 
Male 
_Female 
2. Siblings Order. Are you ... 
_Oldest 
__ Youngest 
_ In-Between 
3. Is either one of your parents/guardians deceased or no longer lives in 
your household? 
_Yes 
_No 
4. Do your parents/guardians ask you how you feel about things on a 
regular basis? 
Yes 
_No 
5. Do your parents/guardians help you m solving problems that come up 
in your personal life? 
Yes 
No 
6. Do your parents/guardians allow you to make mistakes? 
Yes 
No 
7. Do you feel that somehow other people have a real and legitimate 
place in the world but you do not? 
Yes 
No 
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APPENDIX C. HUMAN SUBJECTS APPROVAL FORM 
Information for Review of Research Involving Human Subjects 
Iowa StateCUhiverstty 
(Please type and use the attached instructions for completing this form) 
l. Title of Projec The Relationship of Early Adolescents Beliefs About Self and The ir At - ~i5~ 
a us 
2. I agree to provide the proper surveillance of this project to insure that the rights and welfare of the human subjects are 
protected. I will report any adverse reactions to the committee. Additions to or changes in research procedures after the 
project has been approved will be submitted to the committee for review. I agree to request renewal of approval for any project 
continuing more than one year. 
Lemonia Bigilaki 
T~ .Same of Principal Investigator 
Family & Consumer Sciences 
Education and Studies 
Department 
Do~c t. 5, l ;;:_of ... 4.!.~ j &,e., 
219 MacKay 4-6444 
Cunpus Address Cunpus Telephone 
3. Signatures of olher inv:::: . Dato Relationship to Pri~ipal Investigator 
~ i,L4..L . ~i-L--ct_,_ /!·ft /fl- Major Professor 
-'....;;....,...'"""""'-=..._....___-...,,__.._..__......,. ..... ____ I ; 
; 
4. Principal Investigator(s) (check all that apply) 
0 Faculty D Staff ~ Graduate Student D Undergraduate Student 
5. Project (check all that apply) 
r Research eJ Thesis or dissertation D Class project D Independent Study (490, 590, Honors project) 
6. Number of subjects (complete all that apply) 
1 ~#minors under 14 
_#minors 14 - 17 
_ # Adults, non-students _ # ISU student _ other (explain) 
7. Brief description of proposed research involving human subjects: (See instructions, Item 7. Use an additional page if 
needed.) (See Attached) 
8. Informed Consent: 
(Please do not send research, thesis, or dissertation proposals.) 
D Signed informed consent will be obtained. (Attach a copy of your form.) 
[] Modified informed consent will be obtained. (See instructions, item 8.) 
D Not applicable to this project. 
9. Confidentiality of Data: Describe below the methods Pl~ used to ensure the confidentiality of data obtained. (See 
insttuctioos, irem 9.) 
All answers will be confidential. Questionnaires will be numbered for follow up. 
The data will be analyzed only by groups (at-risk, not at-risk, sex and other 
demographic data). Numbers will be removed as soon as the data for each student 
is coded. All questionnaires will be destroyed when the research is completed. 
10. What risks or discomfon will be part of the study? Will subjects in the research be placed at risk or incur discomfon? 
Describe any risks to the subjects and precautions that will be taken to minimi7.e them. (The concept of risk goes beyond 
physical risk and includes risks to subjects' dignity and self-respect as well as psychological or emotional risk. See 
insttuctioos, irem 10.) 
Students will ~uf~er no unnecessary risks or discomtorts as a result of this 
study. Data will be collected by questionnaires. Parents may choose not to have 
their children participate. 
11. CHECK ALL of the following that apply to your research: 
D A. Medical clearance necessmy before subjects can panK:ipare 
0 B. Samples (Blood. tissue. etc.) from subjects 
D C. Adminisll'lli.on of subslances (foods. drugs. etc.) to subjects 
O D. Physical exr< :.e or conditioning for subjects 
0 E. Deception o~ ~ts 
[j F. Subjecrs under 14 years of age and/or - D Subjects 14 • 17 years of age 
O G. Subjects in institudons (nursing bames. prisons. etc.) 
O H. Research must be approved by another instilution or apncy (Aaacb leucn of approval) 
If you checked •Y of the items la 11, pleue cmaplete the ro11ow1a1 la the space below (include any attachments): 
Items A • D Describe the procedures and DOie the safety precautions bemg taken. 
Item E Describe bow subjects will be deceived; justify the decepdon; imtic:are the debriefing procedure, including 
the timing and informalion to be preaenred to subjects. 
Item F For subjects under the age of 14. indicar.e how informed consent from parents or legally authorized repre-
senauives as well as from subjects will be obaUned. 
Items G & ff Specify die apncy or institution dl8l must approve the project. If subjects in any outside agency or 
insliallion are involved. approval must be oblained prior to begjnning the zesearch. and the letter of approval 
should be filed. 
A letter to parents for the counselor to use is included. A copy of the letter is 
attached. 
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Checklist for Attachments and Time Schedule 
The following are attached {please check): 
12. LXJ Letter or written statement to subjects indicating clearly: 
a) purpose of the research 
b) the use of any identifier codes (names, #'s), how they will be used, and when they will be 
removed (see Item 17) 
c) an estimate of time needed for participation in the research and the place 
d) if applicable, location of the research activity 
e) how you will ensure confidentiality 
f) in a longitudinal study, note when and how you will contact subjects later 
g) participation is voluntary; nonparticipation will not affect evaluations of the subject 
13.f] Consent form (if applicable) 
14. O Letter of approval for rese.arch from cooperating organizations or institutions (if applicable) 
15. [] Data-gathering insnuments 
16. Anticipated dates for contact with subjects: 
First Contact Last Contact 
October 31, 1992 December 15, 1992 
Month I Day I Year Month I Day I Year 
17. If applicable: anticipated date that identifiers will be removed from completed survey insnuments and/or audio or visual 
tapes will be erased: 
September 30, 1993 
Month I Day I Year 
18. Signature of Depargnental Executive Officer Date Department or Administrative Unit () . / ./7!-?{/2 ~1 I o ~-....,;.-l-'-'"'-"';;;.._A ·_:~ .... -...... .- ....... ,q:---;z.....,,....-.-·_c._<..._,<---..-... ___ /;.Jc/9~ 1-a. ,,nJ 'f- ( rn;J ~~~-.:"' 
) I I v 
19. Decision of the University Human Subjects Review Committee: 
X Project Approved _Project Not Approved _No Action Required 
Patricia M. Keith /C / _:_.:~---=--"--'~....-.---........ _-----~ 
Name of Committee Chairperson Date 
.6ri1- _f} )y /& 1 '71~) 
Signature'of Committee Chairperson 
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Description of Proposed Research 
The purpose of this study is to determine the relationship of the seventh 
graders' beliefs about themselves as thinkers and their at-risk status. At-
risk status is being defined as possessing 3 or more of the following 
characteristics: I) lack of academic success, 2) poor self-concept, 3) 
antisocial behavior, 4) poor attendance, 5) high mobility, 6) dysfunctional 
family, or 7) history of child abuse or substance abuse (Browne). 
I 
The self-concepts held by at-risk and not at-risk students will be established 
by the use of a questionnaire, "Self-Concept as a Thinker Scale" (attached). 
In addition, demographic data will be collected on an instrument titled, 
"Information About Me" (attached). 
Ten middle/junior high school counselors will be randomly selected from a list 
of all middle/junior high school counselors. They will be asked to administer 
the questionnaires to 12 seventh grade students (3 male, 3 female at-risk 
students and 3 male and 3 female not at-risk students). 
The outcomes of this research will enable us to examine early adolescents' 
thinking and to form a basis for development of curricula to enhance these 
thinking skills. 
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APJ?ENDIX D. LETTER TO COUNSELORS AND RESJ?ONSE FORM 
IOWA STATE UNIVERSITY 114 College o f Famd\· and Co nsumer Sciences 
Department of Familv and 
Consume r Sciences Educat10n 
219 MacKav Hal l 
O F SC IEN C E AND TE C H NO L OGY 
October , 1992 
Ames . lowa 5 0011-11 2 0 
51 5 294 -6444 
Dear (Counselor ) FAX 51 5 294 -9449 
I am a graduate student working on my master ' s degree in Home Economics 
Education at Iowa State University. I am interested in determining the 
relationship of seventh graders' beliefs about themselves as thinkers and 
their at-risk status. Your name was randomly se lected from a list of all 
middle school counselors as a possible person who might administer the 
questionnaires to selected students. 
We are asking you to identify six at-risk 7th grade students and six not at -
risk 7th grade students, with three males and three females in each group , 
that are representative of the seventh graders at your school. We ask you to 
define at-r i sk students as those who possess three or more of the following 
characteristics: 1) lack of academic success, 2) poor self-concept, 3) 
antisocial behavior, 4) poor attendance, 5) high mobility, 6) dysfunctional 
family, or 7) history of child abuse or substance abuse (Browne, 1991). 
Copies of the quest ionnaires, Self-Concept As A Thinker Scale and Information 
About Me, are enclosed. We are also enclosing a sample letter to parents that 
would be available for your use. 
The outcomes of this research will enable us to examine early adolescents ' 
thinking skills and to form a basis for development of curricula to enhance 
these skills. Please indicate your willingness to participate by returning 
the form below by ---------~-
Sincerely, 
Nitsa Bigilak i, 
Research Associate 
Frances M. Smith, 
Professor 
I am willing to administer questionnaires to 12 seventh grade students at my 
school. 
__ _,yes 
Return form by October 
Nitsa Bigilaki 
219 MacKay 
Iowa State University 
Ames·, I A 50O11-112 0 
__ no 
to: 
Name 
School 
Telephone 
1 15 
APPENDIX E . INFORMATION FOR ADMINISTERING THE INSTRUMENT 
IOWA STATE UNIVERSITY 
OF SCIENCE AND TECHNOLOGY 
April 1, 1993 
Mr . Thomas Crandall 
Garnavillo Junior-Senior High School 
Box 17 
Garnavillo, IA 52049 
Dear Mr . Crandall, 
116 College of-Family and Consumer Sciences 
Department of Family and Consumer 
Sciences Educa1ion and S1uclics 
219 MacKay Hall 
Ames, Iowa 50011-1120 
5 I 5 294-6444 
FAX 515 294-4493 
Thank you for your willingness to administer the enclosed questionnaires to 12 
of your students by Thursday, April 15th. The questionnaires are to be 
admin istered to six at-risk students (3 males, 3 females) and six not at-risk 
students (3 males, 3 females). At-risk students are defined as those who 
possess three or more of the following characteristics: 1) lack of academic 
success, 2) poor self concept, 3) antisocial behavior, 4) poor attendance, 5) 
high mobility, 6) dysfunctional family, or 7) history of child abuse or 
substance abuse (Browr 1991). 
I 
Answer sheets have been coded to assure for anonymity; no names are required 
but we must identify the respondents as at-risk or not at-risk. The an~wer 
sheets that have odd numbers are for the at -risk students and the answer 
sheets that have even numbers are for the not at -risk students . . ·It is MOST 
important that this distinction be correctly made. We have 12 copies of a 
letter to parents for your use. A copy of a set of directions to help you in 
administering the questionnaires is enclosed also. If you have any questions 
about the materials, their distribution, and return, please do not hesitate to 
call us. 
We appreciate your help in this project and would be willing to share our 
findings upon request. We look forward to receiving the responses from your 
students . 
Sincerely, 
d;- ~~ ~Smith, Ph.LI., 
Professor 
enc: questionnaires 
C.H.E. 
parental approval forms 
,r o . . /J . 
»1'/.s0- '°"~ klv Nitsa BigilaK:i 
Research Associate 
Directions for Administering the Questionnaires 
!:· : 
.'I I 
I 
' " 
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Directions for Administering the Questionnaires 
1. Provide for availability of #2 pencils for all students . 
2. Distribute one copy of the questionnaire, Self-Concept as a Thinker 
lli.}g* and one set of answer sheets to each student . 
3. Explain the following points to the students before they respond : 
a. You have been selected to help with a research study being 
conducted by a graduate student from Iowa State University. The 
questions ask you to describe how you feel about your own 
thinking. 
b. This is NOT a test. There is NO one right answer . Put what you 
honestly think. 
c. Your responses will remain confidential; the number written on the 
materials will be used to be sure you and your school received 
credit for your responses, but no one involved with the research 
will know who you are. No nam0 is necessary. 
d. You may choose not to take part. Participation is voluntary. 
4. No questions on the left of the answer sheet are to be completed. Only 
questions from the questionnaire, Self-Concept as a Thinker Scale are to 
answered on the answer sheet. 
5. Read the instructions on the questionnaire aloud to the students. 
6. Students are to record answers to the questions on the Information about 
You, directly on the sheet provided. 
7. Students may write additional responses, comments, or questions on the 
back of the Information About You form, if they choose. 
8. Collect all completed materials from students. Return the answer sheet 
and the Information About You page in the stamped self-addressed 
envelope provided. Do not return the copies of the questionnaire, Self 
Concept as a Thinker Scale. 
*Adapted from Edwards, J. (1987). Self-Concept As a Thinker Scale. 
Australia: James Cook University of North Queensland. 
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APPENDIX F. CODING VARIABLES OF THE QUESTIONNAIRES 
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VARIABLE LABELS 
sch "school" 
grp# "at-risk, not at-risk" 
vinid "i am very interested in ideas" 
wwdgr "i work well in discussion groups" 
exidc "i can express my ideas clearly" 
nguin "i am not good at using information" 
twwrt "i can think well about a wide range 
ntwii "i cannot tell which ideas are more 
ohimi "i do often have important ideas" 
ocmii "i can often combine many ideas into 
ergid "i can easily recognize good ideas" 
oroiq "i often run out of ideas quickly" 
of things" 
important" 
one idea" 
fhtid "find hard to tell if one idea is different from 
another" 
osinh "i can often suggest ideas we have not had before" 
tnwor "my thinking is not well organized" 
lazyt "i am a lazy thinker" 
trdpr "i like to try difficult problems" 
fhutl "i find it hard to use my thinking in real life" 
nconl "i cannot concentrate for long" 
ngspr "i am not good at solving problems" 
ggupi "i am good at coming up with ideas" 
fdwlp "i can find different ways of looking at the same 
problem" 
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getce "i get confused easily" 
oprid "other people respect my ideas" 
ctspr "i can change my thinking to suit the problem" 
midnc "most of my ideas are not clear" 
khtpr "i usually know how to tackle a problem" 
nuasq "if i do not understand i ask questions" 
tcsbr "i think carefully about suggestions before rejecting 
them" 
rthat "i rarely think about my own thinking" 
nctac "i am not as creative a thinker as most of my 
classmates" 
fhuks "i find it hard to use my knowledge in new situations" 
pmwet "the plans i make are well thought out" 
askgq "i ask good questions" 
gediq "i give up easily on difficult questions" 
nccba "i do not consider the consequences before i act" 
fcatc "confident about ability think things through 
conclusion" 
edipp "can easily distinguish most important part of a 
problem" 
atmrs "accept often more than one right answer in a 
situation" 
krnwth "i can keep in mind where my thinking is heading" 
tmakd "i have trouble making decisions" 
wtofm "i can work things out for myself" 
sexid "your sex is" 
sibor "siblings order" 
121 
parda "either one of your parents deceased, absent your 
household" 
parat "parents ask you how you feel about things regular 
basis" 
pahsp "parents help you solving problems come up personal 
life" 
param "do your parents allow you to make mistakes" 
fphrp "feel other people have real legitimate place in the 
world" 
APPENDIX G. 
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TABLES OF FREQUENCIES, MEANS AND STANDARD 
DEVIATIONS OF SCAT 
BY RISK~STATUS AND GENDER 
(THE SELF-CONCEPT AS A THINKER) 
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Table G.1 Descriptive statistics (frequencies, means and 
standard deviations) in each variable for the 
at-risk and not at-risk groups 
Characteristic At-risk group 
n 
I am very interested 
in ideas 
mean 
3.60 
n 
Completely False 3 
Mostly False 4 
Partly False & P. True 19 
Mostly True 36 
Completely True 8 
I work well in 
discussion groups 
mean 
3.31 
n 
Completely False 3 
Mostly False 9 
Partly False & P. True 29 
Mostly True 21 
Completely True 8 
I can express my 
ideas clearly 
mean 
3.45 
n 
Completely False 2 
Mostly False 4 
Partly False & P. True 33 
Mostly True 22 
Completely True 9 
70 
sd 
0 . 92 
% 
4.3 
5 . 7 
27 . 1 
51.4 
11.4 
sd 
0 . 99 
% 
4.3 
12 . 9 
41.4 
30.0 
11. 4 
sd 
0.9 
2.9 
5.7 
47.1 
31.4 
12.9 
Not at-risk group 
n 
mean 
3 . 86 
n 
0 
0 
20 
41 
10 
mean 
3.86 
n 
1 
2 
19 
33 
16 
mean 
3.69 
n 
3 
3 
19 
34 
12 
71 
sd 
0 . 64 
% 
0.0 
0 . 0 
28.2 
57.7 
14 . 1 
sd 
0 . 85 
% 
1. 4 
2 . 8 
26 . 8 
46.5 
22 . 5 
sd 
0.95 
% 
4.2 
4 . 2 
26.8 
47 . 9 
16.9 
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Table G.l (continued) 
Characteristic At-risk group Not at-risk group 
n n 
70 71 
I am not good at 
using information 
mean sd mean sd 
3.45 1.17 3.900 0.81 
n % n % 
Completely False 15 21.4 15 21.1 
Mostly False 22 31.4 39 54.9 
Partly False & P. True 17 24.3 12 16.9 
Mostly True 12 17.1 5 7.0 
Completely True 4 5.7 0 0.0 
I can think well about 
a wide range of things 
mean sd mean sd 
3.38 1. 0 3.85 0.95 
n % n % 
Completely False 4 4.3 2 2.8 
Mostly False 7 10.0 2 2.8 
Partly False & P. True 30 42.9 19 26.8 
Mostly True 20 28.6 29 40.8 
Completely True 10 14.3 19 26.8 
I can not tell which 
ideas are more important 
mean sd mean sd 
3.61 1. 06 3.71 1. 03 
n % n % 
Completely False 17 24.3 17 23.9 
Mostly False 21 30.0 28 39.4 
Partly False & P. True 22 31.4 17 23.9 
Mostly True 8 11.4 7 9.9 
Completely True 2 2.9 2 2.8 
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Table G.1 (continued) 
Characteristic At-risk group Not at-risk group 
n n 
70 71 
I do often have 
important ideas 
mean sd mean sd 
3.44 1.0 3.770 0 . 88 
n % n ~ 0 
Completely False 2 2 . 9 1 1.4 
Mostly False 11 15 . 7 4 5.6 
Partly False & P. True 20 28 . 6 19 26 . 8 
Mostly True 28 40.0 33 46 . 5 . 
Completely True 9 12.9 14 19.7 
I can often combine 
many ideas into one idea 
mean sd mean sd 
3.52 1.12 3.62 1. 07 
n % n % 
Completely False 7 10.0 3 4 . 2 
Mostly False 2 2.9 9 12.7 
Partly False & P. True 20 28.6 14 19.7 
Mostly True 29 41.4 31 43 . 7 
Completely True 12 17.1 14 19.7 
I can easily recognize 
good ideas 
mean sd mean sd 
3.57 0.91 3.81 0 . 82 
n % n % 
Completely False 0 0.0 1 1. 4 
Mostly False 9 12.9 1 1. 4 
Partly False & p. True 23 32 . 9 22 31. 0 
Mostly True 27 38.6 33 46.5 
Completely True 11 15.7 14 19.7 
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Table G.1 (continued) 
Characteristic At-risk group Not at-risk group 
n n 
70 71 
I often run out 
of ideas quickly 
mean sd mean sd 
3.21 1.21 3.64 1. 03 
n % n % 
Completely False 11 15.7 15 21.1 
Mostly False 19 27.1 29 40.8 
Partly False & P. True 22 31.4 15 21.1 
Mostly True 10 14.3 11 15.5 
Completely True 8 11.4 1 1.4 
I find it hard to tell if one 
idea is different from another 
mean sd mean sd 
3.71 1.22 3.87 0.97 
n % n% 
Completely False 22 31.4 22 31. 0 
Mostly False 24 34.3 24 33.8 
Partly False & P. True 11 15.7 20 28.2 
Mostly True 8 11.4 4 5.6 
Completely True 5 7.1 1 1. 4 
I can often suggest ideas 
we have not had before 
mean sd mean sd 
3.54 1.04 3.67 0.99 
n % n % 
Completely False 4 5.7 2 2.8 
Mostly False 4 5.7 3 4.2 
Partly False & P. True 25 35.7 24 33.8 
Mostly True 24 34.3 29 40.8 
Completely True 13 18.6 13 18.3 
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Table G.1 (continued) 
Characteristic At-risk group Not at-risk group 
n n 
70 71 
My thinking is not 
well organized 
mean sd mean sd 
3 . 58 1.13 4 . 00 0 . 97 
n % n % 
Completely False 18 25.7 23 32.4 
Mostly False 21 30.0 33 46.5 
Partly False & P. True 17 24.3 9 12.7 
Mostly. True 12 17.1 4 5.6 
Completely True 2 2.9 2 2 . 8 
I am a lazy thinker 
mean sd mean sd 
3.70 1.32 4.01 1.14 
n % n % 
Completely False 26 37.1 32 45 . 1 
Mostly False 18 25.7 19 26.8 
Partly False & P. True 11 15.7 12 16.9 
Mostly True 9 12.9 5 7 . 0 
Completely True 6 8 . 6 3 4.2 
I like to try 
difficult problems 
mean sd mean sd 
2.98 1.30 3.52 1.30 
n % n % 
Completely False 13 18.6 8 11.3 
Mostly False 9 12.9 5 7.0 
Partly False & P. True 25 35.7 22 31. 0 
Mostly True 12 17.1 14 19.7 
Completely True 11 15.7 22 31. 0 
Table G.1 (continued) 
Characteristic 
I find it hard to use 
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At-risk group 
n 
70 
my thinking in real life 
mean sd 
3 .55 1.23 
n % 
Completely False 19 27.1 
Mostly False 21 30 . 0 
Partly False & P. True 15 21.4 
Mostly True 10 14.3 
Completely True 5 7 .1 
I can not concentrate 
for long 
mean sd 
3 . 41 1.24 
n % 
Completely False 17 24 . 3 
Mostly False 17 24.3 
Partly False & P . True 20 28 . 6 
Mostly True 10 14.3 
Completely True 6 8 . 6 
I am not good at 
solving problems 
mean sd 
3.42 1.24 
n % 
Completely False 17 24 . 3 
Mostly False 17 24.3 
Partly False & P. True 22 31.4 
Mostly True 7 10.0 
Completely True 7 10.0 
Not at-risk group 
n 
71 
mean sd 
4 . 01 0 . 95 
n g_ 0 
26 36.6 
25 35.2 
16 22 . 5 
3 4.2 
1 1.4 
mean sd 
3.70 1 . 18 
n % 
22 31.0 
21 29 . 6 
18 25 . 4 
5 7 . 0 
5 7 . 0 
mean sd 
4.11 0 . 95 
n g_ 0 
30 42 . 3 
24 33.8 
13 18.3 
3 4 . 2 
1 1.4 
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Table G.1 (continued) 
Characteristic At-risk group Not at-risk group 
n n 
70 71 
I am good at coming 
up with ideas 
mean sd mean sd 
3.68 1. 02 3.84 0.97 
n % n % 
Completely False 3 4.3 1 1. 4 
Mostly False 5 7.1 6 8.5 
Partly False & P. True 18 25.7 15 21.1 
Mostly True 29 41.4 30 42.3 
Completely True 15 21.4 19 26.8 
I can find different ways of 
looking at the same problem 
mean sd mean sd 
3.47 1.00 3.69 0.84 
n % n % 
Completely False 3 4.3 0 0.0 
Mostly False 7 10.0 4 5.6 
Partly False & P. True 24 34.3 27 38.0 
Mostly True 26 37.1 27 38.0 
Completely True 10 14.3 13 18.3 
I get confused easily 
mean sd mean sd 
3.54 1.07 3.49 1. 08 
n % n % 
Completely Fa'lse 14 20.0 12 16.9 
Mostly False 23 32.9 27 38.0 
Partly False & P. True 24 34.3 20 28.2 
Mostly True 5 7.1 8 11. 3 
Completely True 4 5.7 4 5.6 
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Table G.1 (continued) 
Characteristic At-risk group Not at-risk group 
n n 
70 71 
Other people respect 
my ideas 
mean sd mean sd 
3 .1 0 1. 14 3 . 38 0 . 93 
n % n % 
Completely False 10 1 4 . 3 3 4 . 2 
Mostly False 5 7 . 1 7 9 . 9 
Partly False & P. True 30 42 . 9 27 38 . 0 
Mostly True 18 25 . 7 28 39 . 4 
Completely True 7 10.0 6 8.5 
I can change my thinking 
to suit the problem 
mean sd mean sd 
3.37 1. 01 3.57 0 . 86 
n % n % 
Completely False 2 2.9 1 1.4 
Mostly False 13 18 . 6 7 9.9 
Partly False & P. True 20 28.6 20 28.2 
Mostly True 27 38.6 36 50 . 7 
Completely True 8 11.4 7 9.9 
Most of my ideas 
are not clear 
mean sd mean sd 
3 . 51 1 . 20 3.93 0.8 
n % n % 
Completely False 15 21.4 16 22 . 5 
Mostly False 26 37.1 37 52.1 
Partly False & P. True 15 21.4 16 22.5 
Mostly True 8 11.4 1 1.4 
Completely True 6 8 . 6 1 1. 4 
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Table G. l (continued) 
Characteristic At-risk group Not at-risk group 
n n 
70 71 
I usually know how 
to tackle a problem 
mean sd mean sd 
3 . 18 1 . 15 3.56 0 . 97 
n ~ 0 n % 
Completely False 6 8 . 6 1 1.4 
Mostly False 15 21. 4 10 14 . 1 
Partly False & P. True 17 24.3 19 26 . 8 
Mostly True 24 34 . 3 30 42 . 3 
Completely True 8 11.4 11 15.5 
If I do not understand 
I ask questions 
mean sd mean sd 
3.55 1.11 3.84 1.14 
n % n % 
Completely False 4 5 . 7 4 5.6 
Mostly False 6 8.6 7 9.9 
Partly False & P. True 23 32.9 7 9.9 
Mostly True 21 30.0 31 43.7 
Completely True 16 22.9 22 31. 0 
I think carefully about suggestions 
before rejecting them 
mean sd mean sd 
3.42 1. 09 3.62 0.95 
n ~ 0 n ~ 0 
Completely False 6 8.6 3 4.2 
Mostly False 5 7.1 3 4.2 
Partly False & P. True 22 31.4 23 32.4 
Mostly True 27 38.6 31 43.7 
Completely True 10 14.3 11 15.5 
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Table G.l (continued) 
Characteristic At-risk group Not at-risk group 
n n 
70 71 
I rarely think about 
my own thinking 
mean sd mean sd 
3 . 15 1. 15 3 . 3 1. 06 
n % n % 
Completely False 9 12.9 9 12 . 7 
Mostly False 18 25.7 22 31 . 0 
Partly False & P . True 25 35 . 7 25 35 . 2 
Mostly True 11 1~.7 11 15 . 5 
Completely True 7 10 . 0 4 5.6 
I am not as creative a thinker 
as most of my classmates 
mean sd mean sd 
3.44 1. 21 3.67 1.14 
n % n % 
Completely False 18 25 . 7 18 25 . 4 
Mostly False 14 20 . 0 27 38.0 
Partly False & P . True 24 34.3 16 22.5 
Mostly True 9 12.9 5 7 . 0 
Completely True 5 7.1 5 7.0 
I find it hard to use my 
knowledge in new situations 
mean sd mean sd 
3 . 12 0.99 3 . 59 1.10 
n % n 9.-0 
Completely False 7 10.0 17 23.9 
Mostly False 16 22 . 9 23 32.4 
Partly False & P. True 28 40.0 18 25.4 
Mostly True 17 24 . 3 11 15.5 
Completely True 2 2 . 9 2 2 . 8 
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Table G.l (continued} 
Characteristic At-risk group Not at-risk group 
n n 
70 71 
I do not consider the consequ-
ences before I act 
mean sd mean sd 
3.10 1.25 3.43 1.21 
n % n % 
Completely False 11 15.7 16 22.5 
Mostly False 16 22.9 20 28.2 
Partly False & P. True 21 30.0 20 28.2 
Mostly True 13 18.6 9 12.7 
Completely True 9 12.9 6 8.5 
I feel confident about my ability to 
think things through to a conclusion 
mean sd mean sd 
3.54 1.07 3.81 1.0 
n % n % 
Completely False 4 5.7 1 1.4 
Mostly False 6 8.6 7 9.9 
Partly False & P. True 21 30.0 16 22.5 
Mostly True 26 37.1 27 38.0 
Completely True 13 18.6 20 28.2 
I can easily distinguish the most 
important part of a problem 
mean sd mean sd 
3.44 1.08 3.66 0.94 
n % n g,. 0 
Completely False 4 5.7 2 2.8 
Mostly False 7 10.0 6 8.5 
Partly False & P. True 26 37.1 17 23.9 
Mostly True 20 28.6 35 49.3 
Completely True 13 18.6 11 15.5 
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Table G.l (continued} 
Characteristic At-risk group Not at-risk group 
n n 
70 71 
I can accept that there is often more 
than one right answer in a situation 
mean sd mean sd 
3.54 0.97 3.93 0.98 
n % n % 
Completely False 3 4.3 3 4.2 
Mostly False 4 5.7 2 2.8 
Partly False & P. True 26 37.1 12 16.9 
Mostly True 26 37.1 34 47.9 
Completely True 11 15.7 20 28.2 
I can keep in mind where 
my thinking is heading 
mean sd mean sd 
3.58 0.86 3.53 0.94 
n % n % 
Completely False 0 0.0 1 1.4 
Mostly False 6 8.6 8 11.3 
Partly False & P. True 28 40.0 25 35.2 
Mostly True 25 35.7 26 36.6 
Completely True 11 15.7 11 15.5 
I have trouble 
making decisions 
mean sd mean sd 
3.14 1. 08 3.52 1. 08 
n % n 9.-0 
Completely False 8 11.4 14 19.7 
Mostly False 16 22.9 24 33.8 
Partly False & P. True 30 42.9 21 29.6 
Mostly True 10 14.3 9 12.7 
Completely True 6 8.6 3 4.2 
Table G.1 (continued) 
Characteristic 
I can work things 
out for my self 
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At-risk group 
n 
70 
mean sd 
3.78 1.07 
n % 
Completely False 2 2.9 
Mostly False 6 8.6 
Partly False & P. True 19 27.1 
Mostly True 21 30.0 
Completely True 22 31.4 
Not at-risk group 
n 
71 
mean sd 
3.83 1. 01 
n % 
2 2.8 
6 8.5 
13 18.3 
31 43.7 
19 26.8 
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Table G.2 Number and percentage of students both male and 
female (at-risk and not at-risk) related to 
their responses in Self-Concept as A Thinker 
Characteristic At-risk group Not at-risk group 
Male Female Male Female 
n n n n 
36 34 36 35 
I am very interested 
in ideas 
n % n % n % n % 
Completely False 0 0.0 3 9.0 0 0.0 0 0.0 
Mostly False 2 6.0 2 6.0 0 0.0 0 0.0 
Partly False & P. True 9 26.0 10 29.0 11 31. 0 9 26.0 
Mostly True 20 57.0 15 44.0 22 61.0 19 54.0 
Completely True 4 11.0 4 12.0 3 8.0 7 20.0 
I work well in 
discussion groups 
n % n % n % n % 
Completely False 1 3.0 2 6.0 0 0.0 1 3.0 
Mostly False 6 17.0 3 9.0 2 6.0 0 0.0 
Partly False & P. True 15 43.0 13 38.0 10 28.0 9 26. 0 
Mostly True 10 29.0 11 32.0 16 44.0 17 49. 0 
Completely True 3 9.0 5 15.0 8 22.0 8 23.0 
I can express my 
ideas clearly 
n % n % n % n % 
Completely False 1 3.0 1 3.0 1 3.0 2 6.0 
Mostly False 1 3.0 3 9.0 1 3.0 2 6.0 
Partly False & P. True 15 43.0 18 53.0 12 33.0 7 20.0 
Mostly True 13 37.0 8 24.0 16 44.0 18 51.0 
Completely True 5 14.0 4 12.0 6 17.0 6 17.0 
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Table G.2 (continued) 
Characteristic At-risk group Not at-risk group 
Male Female Male Female 
n n n n 
36 34 36 35 
I am not good at 
using information 
n % n % n % n % 
Completely False 8 23.a 6 18.a 7 19.a 8 23.a 
Mostly False 12 34.a la 29.a 22 61.a 17 49.a 
Partly False & P. True 7 2a.a la 29.a 5 14.a 7 2a.a 
Mostly True 7 2a.a 5 15.a 2 6.a 3 9.a 
Completely True 1 3.a 3 9.a a a.a a a.a 
I can think well about 
a wide range of things 
n % n % n % n % 
Completely False 1 3.a 2 6.a 1 3.a 1 3.a 
Mostly False 2 6.a 5 15.a 1 3.a 1 3.a 
Partly False & P. True 16 46.a 13 38.a 9 25.a la 29.a 
Mostly True 11 31.a 9 26.a 15 42.a 14 4a.a 
Completely True 5 14.a 5 15.a la 28.a 9 26.a 
I can not tell which 
ideas are more important 
n % n % n % n % 
Completely False la 28.a 7 21. a 7 19.a la 29.a 
Mostly False 12 33.a 9 26.a 15 42.a 13 37.a 
Partly False & P. True 8 22.a 14 41.a 8 22.a 9 26.a 
Mostly True 5 14.a 3 9.a 6 17.a 1 3.a 
Completely True 1 3.a 1 3.a a a.a 2 6.a 
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Table G.2 (continued) 
Characteristic At-risk group Not at-risk group 
Male Female Male Female 
n n n n 
36 34 36 35 
I do often have 
important ideas 
n % n % n % n % 
Completely False 0 0.0 2 6.0 0 0.0 1 3.0 
Mostly False 2 6.0 9 26.0 2 6.0 2 6.0 
Partly False & P. True 11 31.0 8 24.0 10 28.0 9 26.0 
Mostly True 18 51. 0 10 29.0 18 50.0 15 43.0 
Completely True 4 11. 0 5 15.0 6 17.0 8 23.0 
I can often combine 
many ideas into one idea 
n % n % n % n % 
Completely False 4 11. 0 3 9.0 0 0.0 3 9.0 
Mostly False 1 3.0 1 3.0 6 17.0 3 9.0 
Partly False & P. True 9 25.0 11 32.0 6 17.0 8 23.0 
Mostly True 15 42.0 14 41.0 19 53.0 12 34~0 
Completely True 7 19.0 5 15.0 5 14.0 9 26.0 
I can easily recognize 
good ideas 
n % n % n % n % 
Completely False 0 0.0 0 0.0 0 0.0 1 3.0 
Mostly False 4 11. 0 5 15.0 0 0.0 1 3.0 
Partly False & P. True 11 31. 0 12 35.0 13 36.0 9 26.0 
Mostly True 14 39.0 13 38.0 16 44.0 17 49.0 
Completely True 7 19.0 4 12.0 7 19.0 7 20.0 
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Table G.2 (continued) 
Characteristic At-risk group Not at-risk group 
Male Female Male Female 
n n n n 
36 34 36 35 
I often run out of 
ideas quickly 
n % n % n % n % 
Completely False 6 17.0 5 15.0 7 19.0 8 23.0 
Mostly False 8 22.0 11 32.0 15 42.0 14 40.0 
Partly False & P. True 15 42.0 7 21.0 7 19.0 8 23.0 
Mostly True 5 14.0 5 15.0 7 19.0 4 11.0 
Completely True 2 6.0 6 18.0 0 0.0 1 3.0 
I find it hard to tell if one 
idea is different from another 
n % n % n % n % 
Completely False 12 33.0 10 29.0 10 28.0 12 34.0 
Mostly False 12 33.0 12 35.0 12 33.0 12 34.0 
Partly False & P. True 6 17.0 5 15.0 12 33.0 8 23.0 
Mostly True 3 8.0 5 15.0 2 6.0 2 6.0 
Completely True 3 8.0 2 6.0 0 0.0 1 3.0 
I can often suggest ideas 
we have not had before 
n % n % n % n % 
Completely False 4 11. 0 0 0.0 1 3.0 1 3.0 
Mostly False 1 3.0 3 9.0 3 8.0 0 0.0 
Partly False & P. True 8 22.0 17 50.0 7 19.0 17 49.0 
Mostly True 18 50.0 6 18.0 17 47.0 12 34.0 
Completely True 5 14.0 8 24.0 8 22.0 5 14.0 
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Table G.2 (continued) 
Characteristic At-risk group Not at-risk group 
Male Female Male Female 
n n n n 
36 34 36 35 
My thinking is not 
well organized 
n % n % n % n 9,. 0 
Completely False 8 23.0 10 29.0 8 13.0 15 43.0 
Mostly False 11 31.0 10 29.0 19 53.0 14 40.0 
Partly False & P. True 8 23.0 8 24.0 5 14.0 4 11. 0 
Mostly True 7 20.0 5 15.0 3 8.0 1 3.0 
Completely True 1 3.0 1 3.0 1 3.0 1 3.0 
I am a lazy thinker 
n % n % n % n % 
Completely False 15 42.0 11 32.0 14 39.0 18 51.0 
Mostly False 9 25.0 9 26.0 9 25.0 10 29.0 
Partly False & P. True 5 14.0 6 18.0 8 22.0 4 11.0 
Mostly· True 4 11.0 5 15.0 4 11.0 1 3.0 
Completely True 3 8.0 3 9.0 1 3.0 2 6.0 
I like to try 
difficult problems 
n % n % n % n % 
Completely False 5 14.0 8 24.0 4 11. 0 4 12.0 
Mostly False 7 19.0 2 6.0 2 6.0 3 9.0 
Partly False & P. True 12 33.0 13 38.0 14 39.0 7 21. 0 
Mostly True 6 17.0 6 18.0 6 17.0 8 24.0 
Completely True 6 17.0 5 15.0 10 28.0 12 35.0 
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Table G.2 (continued) 
Characteristic At-risk group Not at-risk group 
Male Female Male Female 
n n n n 
36 34 36 35 
I find it hard to use 
my thinking in real life 
n % n % n % n % 
Completely False 11 31.0 8 24.0 13 36.0 13 37.0 
Mostly False 10 28.0 11 32.0 15 42.0 10 29.0 
Partly False & P. True 8 22.0 7 21.0 6 17.0 10 29.0 
Mostly True 4 11. 0 6 18.0 2 6.0 1 3.0 
Completely True 3 8.0 2 6.0 0 0.0 1 3.0 
I can not concentrate 
for long 
n % n % n % n % 
Completely False 10 28.0 7 21.0 10 28.0 12 34.0 
Mostly False 10 28.0 7 21. 0 9 25.0 12 34.0 
Partly False & P. True 8 22.0 12 35.0 10 28.0 8 23.0 
Mostly True 5 14.0 5 15.0 4 11. 0 1 3.0 
Completely True 3 8.0 3 9.0 3 8.0 2 6.0 
I am not good at 
solving problems 
n % n % n % n ~ 0 
Completely False 10 28.0 7 21.0 14 39.0 16 46.0 
Mostly False 8 22.0 9 26.0 14 39.0 10 29.0 
Partly False & P. True 13 36.0 9 26.0 6 17.0 7 20.0 
Mostly True 1 3.0 6 18.0 2 6.0 1 3.0 
Completely True 4 11.0 3 9.0 0 0.0 1 3.0 
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Table G.2 (continued) 
Characteristic At-risk group Not at-risk group 
Male Female Male Female 
n n n n 
36 34 36 35 
I am qood at cominq 
up with ideas 
n % n % n % n % 
Completely False 2 6.0 1 3.0 0 0.0 1 3.0 
Mostly False 0 0.0 5 15.0 4 11.0 2 6.0 
Partly False & P. True 4 11.0 14 41. 0 7 19.0 8 23.0 
Mostly True 19 53.0 10 29.0 16 44.0 14 40.0 
Completely True 11 31.0 4 12.0 9 25.0 10 29.0 
I can find different ways of 
lookinq at the same problem 
n % n % n % n % 
Completely False 2 6.0 1 3.0 0 0.0 0 0.0 
Mostly False 2 6.0 5 15.0 2 6.0 2 6.0 
Partly False & P. True 11 31.0 13 38.0 15 42.0 12 34.0 
Mostly True 15 42.0 11 32.0 16 44.0 11 31. 0 
Completely True 6 17.0 4 12.0 3 8.0 10 29.0 
I qet confused easily 
n % n % n % n % 
Completely False 10 28.0 4 12.0 5 14.0 7 20.0 
Mostly False 12 33.0 11 32.0 13 36.0 14 40.0 
Partly False & P. True 10 28.0 14 41. 0 12 33.0 8 23.0 
Mostly True 3 8.0 2 6.0 6 17.0 2 6.0 
Completely True 1 3.0 3 9.0 0 0.0 4 11. 0 
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Table G.2 (continued) 
Characteristic At-risk group Not at-risk group 
Male Female Male Female 
n n n n 
36 34 36 35 
Other people respect 
my ideas 
n % n % n % n % 
Completely False 2 6.0 8 24.0 1 3.0 2 6.0 
Mostly False 3 8.0 2 6.0 6 17.0 1 3.0 
Partly False & P. True 18 50.0 12 35.0 12 33.0 15 43.0 
Mostly True 9 25.0 9 26.0 15 42.0 13 37.0 
Completely True 4 11. 0 3 9.0 2 6.0 4 11.0 
I can change my thinking 
to suit the problem 
n % n % n % n % 
Completely False 1 3.0 1 3.0 0 0.0 1 3.0 
Mostly False 6 17.0 7 21. 0 4 11.0 3 9.0 
Partly False & P. True 9 25.0 11 32.0 9 25.0 11 31.0 
Mostly True 15 42.0 12 35.0 22 61.0 14 40.0 
Completely True 5 14.0 3 9.0 1 3.0 6 17.0 
Most of my ideas 
are not clear 
n % n % n % n % 
Completely False 8 22.0 7 21. 0 6 17.0 10 29.0 
Mostly False 13 36.0 13 38.0 19 53.0 18 51.0 
Partly False & P. True 7 19.0 8 24.0 10 28.0 6 17.0 
Mostly True 4 11. 0 4 12.0 1 3.0 0 0.0 
Completely True 4 11. 0 2 6.0 0 0.0 1 3.0 
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Table G.2 (continued) 
Characteristic At-risk group Not at-risk group 
Male Female Male Female 
n n n n 
36 34 36 35 
I usually know how 
to tackle a problem 
n % n % n % n % 
Completely False 4 11.0 2 6.0 0 0.0 1 3.0 
Mostly False 5 14.0 10 29.0 8 22.0 2 6.0 
Partly False & P. True 9 25.0 8 24.0 9 25.0 10 29.0 
Mostly True 14 39.0 10 29.0 16 44.0 14 40.0 
Completely True 4 11.0 4 12.0 3 8.0 8 23.0 
If I do not understand 
I ask questions 
n % n % n % n % 
Completely False 2 6.0 2 6.0 3 8.0 1 3.0 
Mostly False 3 8.0 3 9.0 3 8.0 4 11. 0 
Partly False & P. True 13 36.0 10 29.0 2 6.0 5 14.0 
Mostly True 12 33.0 9 26.0 20 56.0 11 31.0 
Completely True 6 17.0 10 29.0 8 22.0 14 40.0 
I think carefully about suggestions 
before rejecting them 
n % n % n % n g,. 0 
Completely False 5 14.0 1 3.0 2 6.0 1 3.0 
Mostly False 1 3.0 4 12.0 1 3.0 2 6.0 
Partly False & P. True 11 31.0 11 32.0 15 42.0 8 23.0 
Mostly True 16 44.0 11 32.0 13 36.0 18 51. 0 
Completely True 3 8.0 7 21.0 5 14.0 6 17.0 
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Table G.2 (continued) 
Characteristic At-risk group Not at-risk group 
Male Female Male Female 
n n n n 
36 34 36 35 
I rarely think about 
my own thinking 
n % n % n % n % 
Completely False 4 11. 0 5 15.0 4 11.0 5 14.0 
Mostly False 8 22.0 10 29.0 14 39.0 8 23.0 
Partly False & P. True 16 44.0 9 26.0 11 31.0 14 40.0 
Mostly True 4 11.0 7 21. 0 6 17.0 5 14.0 
Completely True 4 11.0 3 9.0 1 3.0 3 9.0 
I am not as creative a thinker 
as most of my classmates 
n % n % n % n % 
Completely False 9 25.0 9 26.0 7 19.0 11 31.0 
Mostly False 10 28.0 4 12.0 13 36.0 14 40.0 
Partly False & P. True 10 28.0 14 41.0 9 25.0 7 20.0 
Mostly True 5 14.0 4 12.0 4 11. 0 1 3.0 
Completely True 2 6.0 3 9.0 3 8.0 2 6.0 
I find it hard to use my 
knowledge in new situations 
n % n % n % n % 
Completely False 1 3.0 6 18.0 4 11. 0 13 37.0 
Mostly False 9 25.0 7 21.0 15 42.0 8 23.0 
Partly False & P. True 17 47.0 11 32.0 10 28.0 8 23.0 
Mostly True 8 22.0 9 26.0 6 17.0 5 14.0 
Completely True 1 3.0 1 3.0 1 3.0 1 3.0 
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Table G.2 (continued) 
Characteristic At-risk group Not at-risk group 
Male Female Male Female 
n n n n 
36 34 36 35 
The plans I make are 
well thought out 
n % n % n % n % 
Completely False 2 6.0 0 0.0 1 3.0 1 3.0 
Mostly False 4 11.0 4 12.0 3 8.0 2 6.0 
Partly False & P. True 10 28.0 15 44.0 17 47.0 10 29.0 
Mostly True 10 28.0 8 24.0 14 39.0 17 49.0 
Completely True 10 28.0 7 21. 0 1 3.0 5 14.0 
I ask good questions 
n % n % n % n % 
Completely False 3 8.0 3 9.0 1 3.0 0 0.0 
Mostly False 3 8.0 5 15.0 3 8.0 1 3.0 
Partly False & P. True 11 31.0 14 41.0 10 28.0 14 40.0 
Mostly True 14 39.0 7 21. 0 16 44.0 14 40.0 
Completely True 5 14.0 5 15.0 6 17.0 6 17.0 
I give up easily on 
difficult questions 
n % n % n % n % 
Completely False 11 31.0 9 26.0 9 25.0 9 26.0 
Mostly False 9 25.0 5 15.0 10 28.0 11 31.0 
Partly False & P. True 9 25.0 8 24.0 13 36.0 10 29.0 
Mostly True 4 11. 0 9 26.0 2 6.0 3 9.0 
Completely True 3 8.0 3 9.0 2 6.0 2 6.0 
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Table G.2 (continued) 
Characteristic At-risk group Not at-risk group 
Male Female Male Female 
n n n n 
36 34 36 35 
I do not consider the consequ-
ences before I act 
n % n % n % n % 
Completely False 6 17.0 5 15.0 5 14.0 11 31.0 
Mostly False 9 25.0 7 21. 0 12 33.0 8 23.0 
Partly False & P. True 10 28.0 11 32.0 10 28.0 10 29.0 
Mostly True 7 19.0 6 18.0 6 17.0 3 9.0 
Completely True 4 11. 0 5 15.0 3 8.0 3 9.0 
I feel confident about my ability to 
think things through to a conclusion 
n % n % n % n % 
Completely False 1 3.0 3 9.0 0 0.0 1 3.0 
Mostly False 2 6.0 4 12.0 2 6.0 5 14.0 
Partly False & P. True 9 25.0 12 35.0 9 25.0 7 20.0 
Mostly True 16 44.0 10 29.0 15 42.0 12 34.0 
Completely True 8 22.0 5 15.0 10 28.0 10 29.0 
I can easily distinguish the most 
important part of a problem 
n % n % n 9,. 0 n % 
Completely False 2 6.0 2 6.0 2 6.0 0 0.0 
Mostly False 3 8.0 4 12.0 4 11. 0 2 6.0 
Partly False & P. True 12 33.0 14 41. 0 7 19.0 10 29.0 
Mostly True 12 33.0 8 24.0 16 44.0 19 54.0 
Completely True 7 19.0 6 18.0 7 19.0 4 11.0 
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Table G.2 (continued) 
Characteristic At-risk group Not at-risk group 
Male Female Male Female 
n n n n 
36 34 36 35 
I can accept that there is often more 
than one right answer in a situation 
n % n % n % n % 
Completely False 2 6.0 1 3.0 0 0.0 3 9.0 
Mostly False 1 3.0 3 9.0 1 3.0 1 3.0 
Partly False & P. True 15 42.0 11 32.0 6 17.0 6 17.0 
Mostly True 12 33.0 14 41.0 19 53.0 15 43.0 
Completely True 6 17.0 5 15.0 10 28.0 10 29.0 
I can keep in mind where 
my thinking is heading 
n % n % n % n % 
Completely False 0 0.0 0 0.0 0 0.0 1 3.0 
Mostly False 3 8.0 3. 9.0 6 17.0 2 6.0 
Partly False & P. True 14 39.0 14 41.0 12 33.0 13 37.0 
Mostly True 12 33.0 13 38.0 13 36.0 13 37.0 
Completely True 7 19.0 4 12.0 5 14.0 6 17.0 
I have trouble 
making decisions 
n % n % n % n g,. 0 
Completely False 4 11.0 4 12.0 8 22.0 6 17.0 
Mostly False 9 25.0 7 21.0 12 33.0 12 34.0 
Partly False & P. True 17 47.0 13 38.0 9 25.0 12 34.0 
Mostly True 4 11.0 6 18.0 6 17.0 3 9.0 
Completely True 2 6.0 4 12.0 1 3.0 2 6.0 
Table G.2 (continued) 
Characteristic 
I can work things 
out for myself 
Completely False 
Mostly False 
Partly False & P. True 
Mostly True 
Completely True 
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At-risk group 
Male 
n 
36 
n % 
1 3.0 
3 8.0 
8 22.0 
13 36.0 
11 31.0 
Female 
n 
34 
n % 
1 3.0 
3 9.0 
11 32.0 
8 24.0 
11 32.0 
Not at-risk group 
Male 
n 
36 
n 
2 
2 
3 
% 
6.0 
6.0 
8.0 
20 56.0 
9 25.0 
Female 
n 
35 
n g,. 0 
0 0.0 
4 11.0 
10 29.0 
11 31.0 
10 29.0 
